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Abstract

This autoethnographic study explores how potentiblearning and new hope emerge in
decisive events where a teacher and marginalize®sts in Norwegian upper secondary
school are involved. The events are based on myteashing experience, and are brought
into the study as four narratives. These narra@vesanalyzed by means of the concept of
chronotope (timespace) developed by the Russidasgipher M. M. Bakhtin. His philosophy
of time, space, the act and dialogicality provittestheoretical backdrop of the study, and has
been used to discuss the findings. The Norwegiarefdment’s white paper on education

and social equalisation provides an educationaiextpand is discussed with the findings and
the theoretical perspective.

The aim of the study has been to investigate whawkedge of importance for the way we
approach marginalized students that can be drawmn fine narrated events and the methods
used to analyze them. The philosophical questiomhatt it means to be human in educational
settings and context is not part of the aims ofstinely, but is a perspective on which the

study rests.

The findings of this study are the identificatidfa@ur new chronotopes, where the
chronotope of relation could be said to be the nroportant among the four. The study
promotes the relation as basic for creating chamgiallenging educational situations, and in
particular for changing the life story of margizald students. More importantly, the
knowledge of how to initiate, develop and maintirelationship is found to be of such
crucial importance for the students to manage iwedbciety that it has to be a main
educational aim together with basic skills and otigpes of knowledge. The study sums up
with the development of a conceptabironotopical thinkingwhich is an embodied and
relational way of thinking.

The study points to further perspectives for edooadnd educational research as a
consequence of the findings. Chronotopical thinkdagld be a new and fruitful approach in
teaching and learning. The concept also callsdahér research, with regards to its
difference to cognitive and analytical forms of@aglity. The study sums up with a challenge
for policymakers to acknowledge the view that husnare relational, and make this a reality

in further policy planning.



Abstract in Norwegian

Denne autoetnografiske studien utforsker hvordaargial for laering og nytt hap kan oppsta
i avgjerende hendelser der en laerer og margintaiséever i norsk videregaende skole er
involvert. Hendelsene er basert pa min egen ladagimy, og bringes inn i denne studien som
fire fortellinger. Disse fortellingene er analyseed hjelp av kronotop-begrepet som ble
utviklet av den russiske filosofen M. M. Bakhtinaikt filosofi om tid, rom, handling og
dialogisitet utgjar studiens teoretiske baktepmgehar blitt brukt i diskusjonen av studiens
funn. Den norske regjerings "white paper” om utdagrog sosial utjevning har blitt brakt inn
i studien som en utdanningskontekst, og den bdkwdtert sammen med funnene og det
teoretiske perspektivet.

Malene med studien har veert & undersgke ha slagskap som er viktig for maten vi
forholder oss til marginaliserte elever pa. Denaerlskapen har blitt hentet ut av
fortellingene gjennom analysen av dem. Et annetpadativ, som likevel ikke utgjer noe mal
for studien, men heller danner basis for tenknirigden, er det filosofiske sparsmalet om hva

det vil si & vaere menneske i utdanningssituasjogereres kontekst.

Funnene i studien er identifikasjonen av fire ny@nlotoper, der relasjonskronotopen kan sies
a veere den viktigste. Studien fremholder relasfom st grunnlag for endring i utfordrende
situasjoner, og spesielt med tanke pa endring gimaliserte elevers livsfortellinger. Men et
viktigere poeng er at kunnskapen om hvordan enrkaade, bevare og utvikle en god
relasjon er sa avgjgrende viktig for hvordan maligerte elever skal klare seg videre i
samfunnet, at den ikke kan sees atskilt fra anttt@nmingsmal. Studien oppsummeres ved
utviklingen av et nytt begrep; kronotopisk tenkniagm er en kroppsliggjort og relasjonell

tenkemate.

Studien peker mot videre perspektiver for utdangmig utdanningsforskning som en
konsekvens av disse funnene. Kronotopisk tenknamgveere en ny og fruktbar tilnaerming til
undervisning og leering. Begrepet pakaller videskaing, spesielt med tanke pa & utforske
forskjellene mellom kronotopisk tenkning og kogwitnalytisk rasjonalitet. Studien
oppsummeres med en utfordring til policymakers,doamerkjenne synet pa mennesket som

relasjonelt, og ta dette med i videre utdanninggpaing.
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Introduction

In its starting point, this study is an anthropatad text. The text has been built upon certain
events that took place in the every day life inerpgecondary school in Norway. These
events involve me, the teacher, and some margethudents at the age of approximately
sixteen. The fact that the events are part of my previous experience as an educator, make
this text more precisely an autoethnographic stddyoethnography is the study of the self in
a cultural setting. In this study, the culturakisefis constructed from the school life in
vocational training and general studies. A furtb@mtext is constructed from a reading of The
Norwegian Government’s white paper on educationsaial equalization (Norwegian

Ministry of Education and Research, 2007).

There is not one, single, precise definition of Wth@ autoethnographic method is or how it
should be performed or put into a research accding.basic line in this type of research,
though, is that the researcher herself has to ingenstruct, and create, her own way of
performing and writing the experience into the t&tte experience is analyzed as text. This is

what | have done, as will be evident from whatdoils.

In this study the ethnographic material is nareativform. | have chosen four events out of a
large amount of possible events to describe naelgtiThe students involved are at the verge
of falling out of the school system, they anarginalizedby the system, so to speak. This is
why | think of them as being inraarginal zonewhich the teacher needs to enter if she wants

to be able to reach them.

There is in addition a philosophical perspectivéhis text. A certain educational praxis is
studied in relation to policy, to see if this cdred light on the issue of educational aims and

what it means to be human in particular educatisitahtions and contexts.

Chronotopic analysis

From a meta-perspective one could consider theeMieak a narrative construction; a
performance of my development from being a teaphastitioner into becoming a researcher.

However, this meta-perspective of my own professidievelopment is not the center of



investigation in this text. But my reflections dnstdevelopment; and the fact that there has
been a long time (at least ten years) since teedirents described in the narratives took place,
made me wonder about the phenomenons of time ad.plThe words ‘then and now’ and
‘here and there’ lingered in my mind, and | decitedhake them one of the main parts of the
study as leading themes, as it were. In 1937-193BIMBakhtin (2006a) developed the
concept oichronotopewhich literally meansimespaceas a device or tool by which he
analyzed narrative texts from the Greek Antiquth®orealistic novels of Dostoevsky. The
concept of chronotope is what | use as an analyticin this study, because, as Bakhtin

writes: “The chronotope is the place where the &mdtharrative are tied and untied” (2006, p.
250).

But Bakhtin had also been concerned with the phemams of time and space earlier in his
career. Around 1919-1920 he wrote a text calledvd@m a Philosophy of the Act” (1999), in
which he discusses Kant's philosophy on time aratsg@s it is put forward in “Critique of
Pure Reason.” Bakhtin is developing a rather céffiéview on time and space in human
perception, and human action connected to ethi@lations, than that of Kant’s. Bakhtin’s
philosophy, on the background of this discussioeaies the theoretical perspective in this
study. Bakhtin called his method “philosophicalranpology” (Clark & Holquist, 1984, p. 3;
Sidorkin, 1999, p. 9). This could apply to my mettas well, perhaps with a literary twist to
my study.

Textual layers

As the perceptive reader will notice, this is a i@ith several layers. None of the layers
should be placed in hierarchical positions aboeeatiers, but rather work as different
perspectives or voices, to paint a fuller picturg/bat is at stake in the text. Nevertheless,
many layers and several methodological viewpoiotaat work frictionlessly together in one
study. In narrative inquiry, it could be importaatbe aware of “rubbing points with other
works, values, methodologies in the field” (ClandjrConnelly, & Chan, 2002, p. 137). This
perspective is underscored in this study on seaaks, and in particular in the layers of
analysis. Thus the rubbing points shed light ontéimsions within the text, but also the

tensions between this study and other ways of dedugational research.



The first textual layer is the narrative accourftthe experienced events. But there is no
documentation whatsoever that these events haea fakce, or that the narratives give an
accurate account of the events. Thus, these nasdtiave their own lives and their own
textual realities, and do not word by word représiead experience as such. This argument
does not say, however, that there are no linksdmtvihe narratives and the world outside
them. The narratives express something about lzetegcher and a student in challenging
situations which has been of great importance t@sn@n educator. The recognition of the
situations, and the thoughts and emotions in thdeeparticipates in linking the narratives to
realities outside the text. But in this particidéudy the narratives are my first attempt to
interpret what happened. This first textual lagewhat will be analyzed, not the events in real
life.

The second layer within the text is the first clotmpic analyses of the narratives, in the
chapter titled First analysis. The third layer, @¥his titled Second analysis, is a further
identification and abstraction of the findings. Tharth layer is the chapter on Discussion. In
this chapter the findings are discussed and sekghinof Bakhtin’s philosophy. The
Norwegian Government’s white paper (Norwegian Miyief Education and Research,
2007) is also brought into this discussion. Thempaiints of the white paper are outlined
further below.

A journey through teaching experience

It is important to notice that the metaphor gbarney,as mentioned in the title of this study,
is not referred to as an aimless stroll. The medajEhused to give some associations; like
walking or traveling in a particular landscape,ljably to get some experience on the way,
see new sites, meet and talk to unfamiliar pesae,old experiences and stories in a new
light. In this study the journey is guided by theepomenons of time and space, which will
open up the landscape of educational situationgya pointing towards the aim of the
journey, while taking the context into accountta# way. This interpretation of the metaphor
reveals the heart of autoethnography, which pl#eeself in a cultural context. As Reed-
Danahay writes: “duality of self-reference andtardl reference [...] is integral to the notion
of autoethnography” (1997, p. 9). The “guides”iofdé and space points to the theoretical

perspective of this study.



An important question to ask is what the “journeyétaphor brings to the text. First of all, it
invites the reader to be a co-traveler. As theaubithe text, | am present, not as the
physical I, but as the textually constructed “ItitBhe text will not fulfill its potential without
the reader, the co-traveler, as an active, meamiakjng partner. In Bakhtinian words; the
text is filled with meaning as | write it. But thiseaning is within me, in my consciousness.
When the text leaves my hand, it becomes an engtgnpal. The reader needs to create
meaning from his/her own situation, from an actieasciousness, to make the text an
actuality, rather than a potential. Thus, | welcdaimereader to take part in this journey, and

join the conversation over the topics | bring te thxt.

Aims of the study

In light of the chosen theoretical approach, time igito discover how time and space; the
chronotope, can release the potentials of meanitigei narratives. To be more specific; | am
looking for what knowledge of importance for theyweae approach marginalized students
that can be drawn from the narrated events anth#tkods used to analyze them. A
prolongation of this aim is to investigate what sequences this knowledge could have for

our perspectives on educational aims.

Research questions

The research question of this study is:

Narratives from Upper Secondary School:

How do potentials for learning and new hope eméngéecisive events where the teacher and
marginalized students are involved?

As the work with this study progressed, | found thr@e additional question was appropriate:

How can this study open up for a wider perspeativeducational aims?



Why use the wordsventanddecisiven the first research question? The wexentis chosen
because of what it is in particular that has trrggemy attention in my own experience as an
educator. | am not, in this study, after the digda¢tmethods, teaching styles, or classroom
discussions. Nor am | focused on teacher-studéatiars or teacher-student dialogue per se.
| have chosen to write and analyze these narratigeause they reveal important changes in
the students’ view of themselves and their chat@ésarn and grow within the school system.
What | want to investigate is what is happeninthenmoment the situation for the teacher
and the marginalized students transforms from legseless to hope. This transformation is
embedded in some almost unnoticeable events tkaptace in the narratives, which alters
the learning process and the aims of learning diiaaily for both teacher and students. What
happens in the blink of an eye when nobody seemayattention, but when the atmosphere
suddenly shifts, and the persons involved view edbhlr from an apparently alien
perspective? Without bringing a perspective of eaarsd effect into the study; | will argue

that the acts within these events have unforesegmather dramatic consequences. Thus; the

events arelecisive.

In addition to this aforementioned meaning of thedevent it has a particular meaning in
Bakhtin’s philosophy. Bakhtin uses the expressimmcé-occurrent event of Being” when he
discusses the way he perceives human life. Theflifee individual is unique, nothing in it is
repeatable, and thereris alibito hide behind. According to Bakhtin (1999), thisqueness
is at first a passive or empppssibility,only to be transformed intactualitywhen the
individual answer this possibility with act. In other words; when | am “unindifferent
toward the once-occurrent whole” (p. 42), | am agrsmg the call of the possibility in a
responsible way. The worlentthus refers to the individual, irreplaceable |ded to the

actual act within this life.

This double meaning of the word event thus corredpdo the two perspectives in this study.
The particular event that takes place in the eduwral setting, which only can happen if there
is an act that initiates it, is one perspectivee dther is the deep underlying philosophical
guestion throughout this text that asks what itmsda be a human being, and how the
individual act reflects the answer to that questiiothe particular educational settings lined

out in the narratives.
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The educational events are always situated in efspeducational policy context. In the next
chapter I will draw the main lines of the Norwegi@overnment’s white paper, which will be
used in this study to contextualize the narrateshess

The Norwegian Government’s white paper on education and social

equalisation

The Norwegian Government’s white papen education and social equalisafi¢iNorwegian
Ministry of Education and Research, 2007), haslob®sen for this study because of its
novelty and thematic content. It originated frora thct that Norwegian schools have low
scores within the areas of reading, writing, arigtimand ICT according to different OECD
surveys (PIRLS 2001, PISA/TIMMS/ALL 2003). The paptarly states the Government’s

view on the aims of education, and what measuresldibe taken to reach those aims.

The Government gives itself the task of reducirfetences in society through the
educational system. The goals are to “diminishsctistinctions, reduce economic inequity
and combat poverty and other forms of marginalsét{p.1). In order to reach these goals,
the Government wants the education system to iifiyethe “combat” against the different

forms of marginalization, to “make a greater cdnition to social equalisation” (ibid).

The white paper states that comparative to sewénal countries, Norway has been less
successful in the achievement of social equalingti@sed on PISA 2000, p. 15-16). Literacy
and numeracy skills are considered essential fablerg people to participate in society. In
addition, they are considered key factors for desirgy the high number of drop-outs in upper
secondary school and as a consequence also peargntisability pension. The socio-
economic benefits are therefore vast, as the docuste@ngly underscores, in addition to the

improvement for the individual’s possibility of §eealization.

It is interesting to learn that the Government aders knowledge and basic skills a tool for

reducing inequity in society, and at the same tivaats the educational system to be the

1 White Paper: A Government report giving informatiar proposals on an issue (The Concise Oxford
Dictionary 1990)

2 My study is written in American, while the whiteger use English language. In the white papelsaitd in
guotations, the language of the paper is maintaid¢iterwise | use American language.

® Digital literacy
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arena where inequity and marginalization is tramséa to equality. The educational system
is therefore both the tool for later equalizateordthe place where equalization shall be
attained

In the structure of society, inequality is visuatizin class distinctions, economic injustice and
poverty, problems for the individual in followingpwn and keeping a job, and failure to
participate in democratic processes. The measuieange this is, according to the white
paper, the amelioration of the individual’'s eduagatiln the structure of education, the
inequality emerges first of all when grades aresgiin lower secondary school. The second
step in the visualization of the effects of fanblgckground is the choice of programme in
upper secondary school. Children from backgrounitis w education and income, tend to
choose vocational training. The recruitment to técdd and vocational training is thus
“socially lopsided” (p.12). These children oftemve lower secondary education with poor
grades. The background of low education and incoeogether with poor grades, seem to be
the most significant factors for the risk that ghedent drops out of vocational training. This

is the third step of visualization of inequalitytinin the educational system.

What is seen as the main factor behind social iaktgas well as unwanted differences
within the educational system is therefore the Raitmackground. Parents with low education
will not be able to support and follow up on thehildren’s educational progress or their
development into participative adults in societd arork. These family backgrounds cause
knowledge- and skill-gaps within education, and@wwernment has as its main aim to
reduce these gaps. But the family background cammchanged. This is why the
Government claims responsibility, and states thajien a large number of people are
prevented by poor learning development in childhand adolescence from participating in
the knowledge society, the system is to blame3jplf the educational system does not
succeed in mending the gap of knowledge and skilkse will be an endless spiral of

reproduction of differences.

The measures to promote social equalization by mehthe educational system, is to better
the completion rate in upper secondary school. Hewehere are few goals found in this
white paper that target this educational leveltdad, the white paper introduces the concept

of “early intervention.”
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Early intervention is a key to the ability withinet education system to meet the needs of the
individual in what is called a favourable way. Td¢@cept of early intervention contains
“action at an early stage of a child’s life,” andtérvention when problems arise or are
revealed at pre-school age, during basic educatiam adulthood” (p. 3). What should be
revealed at an early age is what promotes or héndarning: good or late language
development. This is based on the view that “laggu#evelopment is crucial to a child’s
further development — intellectually, socially amotionally” (p. 5). Good language
development creates the foundation for knowledgkbasic skills, which have to be “built up
block by block” (p. 4).

The white paper provides a context to my studyabse it addresses the dangers of
marginalization in school and society, and the fewbof increasing numbers of drop-outs
from upper secondary school. In addition, it cdnttes to the actualization of my study for

the same reasons, but also because the papertresesed for more research on teaching and
learning. My study is, though, not an answer toghestion of “what works.” Instead, it
provides an alternative perspective on educatiaima$ and a different view on how to meet

the needs of marginalized students.

This last part of the introduction section has giaa outline of the main topics in the
Norwegian Government’s white paper on social ega#ébn. It is brought into this study to
provide a context, a backdrop, an element in teeudision of the main findings of the study,
and an actualization of the research problem |esidin this study. In addition to this policy
document, the next chapter will provide anotheetgpactualization. A review of relevant
research on autoethnography and chronotopic studegucational research will contribute
in creating another piece of the backdrop of thetas well as giving relevance to my

methodological, theoretical and topical point cgwi
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Voices from the research field

Within the research field of education, there setarise just a small amount of studies that
touch the key concepts of this text. On the otlagrdy for a topic like “narrative study in
education” the field is huge, and nearly impossiblenake a review of. It would have to be
narrowed down by using other keywords in additiarthis chapter the titles will indicate
what | have been looking forl comment on the studies’ relevance to my re$e@rdetween;
and give a summative conclusion at the end of thelevchapter. The aims of this review are
twofold. First, | intend to link my research to ettstudies to see similarities, but also to find
the differences that serve as actualizations fostagty. A second aim is to introduce the

reader to the landscape of autoethnography anchotopic studies.

Autoethnographic teacher narratives

Within the Nordic countries, autoethnographic ségdare rare. | have not been able to track
down one single study within the field of educati@utside these countries | have found

some, which | give a brief review of here.

In a Canadian study, Catherine McGregor (2007)aeglher way from dreaming of
becoming a teacher as a little girl, into practicas a teacher in primary school, until she
starts her PhD-studies and finally is offered agstan educator of educators. Her personal
memoirs, formed into small narratives, functioritees basis of her study. The aim of the study
is to investigate the fashioning of a teacher itgrind use the research text as a space for
reflective activity, to aid the reshaping of thaentity. Even though a lot of markers of time
and space are mentioned all over the text anddidsossed several times, there is no
theoretical investigation connected to this asp&ttGregor keeps her study in the personal
reflective tone all the way, making this more atoaiographical study than autoethnographic
research. However, the borders between these tilone@ogical genres are blurred, which
is probably one of the reasons why an autoethnbgraext often has biographical traits, and
vice versa. My study differs from McGregor’s in seal ways. The introspective aspect of
transition is not a focal point in my study, andvestigate my narratives in a particular
educational policy context, which is not mentiomredicGregor’s study.

* Search has been done in Education — JSTOR, PpilyseJSTOR, ERIC (OCLC), NORART, ScienceDirect.
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In a study from Belfast, Northern Ireland, Louisenlg (2008) is investigating through her
own story how to bridge the gap between the acadlamd spiritual aspect of being a teacher.
This study is enhanced by the governmental polfcyatue-based curricula, and in the study
Long discusses a more holistic approach to teadnagschooling than what has been the
traditional line. Long gives an evocative stonyillsfess and rehabilitation from a tumor attack.

This experience taught her the spiritual value®ajiveness, acceptance and renewal.

What is methodologically very interesting in Longtsidy, related to mine, is her thorough
discussion on the autoethnographic method as ddoetucational research. She mentions
the problems of self-indulgence and narcissismdhabften discussed around this method.
Crucial for avoiding these problems is explaining &ims of the study, she argues. Long also
places the ethical questions in the centre of tilndys In particular she discusses what she
calls the biggest battle: “how much to reveal amttines to cross” (p. 193). The problem of

evaluating autoethnographic studies is also parbafy’s study.

These methodological discussions are also a lagepthe chapter on method in my own
study. It is crucial for all qualitative methodshave some of these discussions, and in
particular it is important for an explorative anot4so-well-known method like
autoethnography. But instead of spending energgvording the big fallacies of the method,

| would like to bring two other questions into tleeeground of my own study: What
knowledge can this particular method bring to ik&lfof educational research, and why have
| favored this method at the expense of other ares? The answers to these questions are
closely connected to the aims of my research, atbiv the study can be validated. The
chapter on method will bring up the main part a$ discussion, but it will also be addressed

in the final chapters of analysis and discussion.

In her study of bilingual discourses in AmericarblRRuSchools, Mariana Souto-Manning
(2006) draws on her experience as a Latino teaietmother. Her study shows the emotions
of rage in her meeting with a veteran educator;thedrustrations over the American Public
School Policy; both promote bilingualism in childras a deficit in stead of a resource. What
is particularly interesting in this study, relatedmy own research, is that Souto-Manning
uses autoethnographic method combined with critsaourse analysis and conversational

narrative analysis, in order to keep both a maaamicro-perspective in her analyses of
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her material. With this perspective, she managésép the study personal, but at the same

time brings it into a political discourse. Thisaisnove related to mine.

Scott -William Gust (2007) explores the experieat&coming out” as a homosexual teacher
in class. His teaching experience revealed indtudy is a period of six years, in which he
has taught over one thousand students. His prageatteacher, and in this study, is to
critically investigate both his own practice, thatarial he brings into the study, and the local
and global political attitudes and practices towamchosexual men. He studies his personal
process of discovering that he had always been bexual, the advices he got from other
homosexual teachers before he came out, and garhchis own students’ responses on his
openness. Gust approaches his well-written stotly thie critical pedagogy of Freire. His

study is courageously open and personal, whileeasame time deeply critical and political.

As a preliminary conclusion | can say that all thésur studies shed light upon the plurality
of approaches to and ways of performing this methddat they all seem to have in common,
is that they are not only personal, but mainly fooun their personal development or growth
as teachers. In this sense they all differ fromstogly. This difference relates to the
distinction that Polkinghorne (1988) draws, between types of narrative investigation:
Narrative analysis and analysis of narrative. Ttheies in this review conduct analyses of
their personal developments as educators in atiarsaay, while 1 conduct analyses of
events that are formed into narratives. Gust anddsblanning are those who more explicitly
focus on a political aspect in addition to the paes, and use their studies as tools for

(political) change.

Had | opened up my search for texts to review usihgr keywords, like personal narrative,
autobiography, or teacher history, the list woudddnbeen endless. Ever since the late sixties,
the narrative and personal way of doing researattiqolarly within anthropology, has
exploded. | would like to bring a review into tmesading of relevant research, which critically

discusses the genres of autoethnography and tpecsonal narrative.

Burdell and Swadener (1999) find that researchélsesfe types usually are a mixture of
poststructuralistic form and a content from crititeeory. Very often “[tihey embody a
critique of the prevailing structures and relatitips of power and inequity in a relational

context” (p. 21). Implicitly or explicitly they areften based on materialist thinking and
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discursive structures, and evidently are politroalssages or statements. Scientifically they
represent a movement away from highly theoreticélng, which is seen as distancing from
those the studies are meant to represent, studyy®woice to. Burdell and Swadener claim
that an important question to ask about such reseaethods is whose interests they actually
serve. Embedded in this question lies complex guesbf power, and these genres should be
used with “some deliberate caution, questioningjmgs, and realizing its tendency toward
possessive individualism or even narcissism” (p. R#hen this is taken into account, the

authors of this review argue that “the personal@avke the political over time” (ibid).

As a response to the article’s argument that aomogiraphy is a movement away from highly
theoretical scientific writing, | would argue tHahove in a somewhat opposite direction. | try
to combine the personal narrative with highly tiegioal writing. In my study, | believe that
this approach creates opportunities to exploresthetures and the ruptures in the personal
narratives. In these ruptures and structurespibssible to identify and explore the potentials
of change.

It is the concept of chronotope from Bakhtin’s #ig that is the theoretical base and the
main tool for investigating the narratives. In tbbowing part of this review chapter, | will
discuss some chronotopic studies with relevanceytoesearch.

Chronotopic studies

The body of chronotopic research is large, pariduiwithin the research field of literature
and literary analysis. In education, they are varg, apart from studies in pedagogy. The
field of chronotopic pedagogical studies is domedaby chronotope as a tool for analyzing
texts in class situations, but there are a fewhhae other foci. In this review, | bring in four

different studies, to show the variety in the fieddd how my study relates to them.

Brown & Renshaw (2006) use the chronotope to aeatymv students actively shape their
surroundings in the classroom, and how their egpeg, involvement and goals interact with
this shaping of space to create a dynamic timeespeacess. They particularly mention one
girl, who created a space of her own in the classrdy means of bookshelves. This way,
she could keep the distance she needed to workys that supported her learning process in
a suitable way. The design and practical orgamunati the classroom, together with
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individual learning processes, are what constittiieshifting chronotopes in this study. The
chronotope is thus a device used directly to ingatt classroom practice, and not as a tool
for textual analysis. Thus, this is the main deéfere from my study.

Scott Crossley (2007) focuses on chronotope a$imredevice for genres, to investigate if
the rhetoric unity within a genre also could beired by chronotopes. If it could be used this
way, chronotope would be both a device for analgéapecific genres, and an instructional
tool in teaching such genres. Crossley’s aim & tools to understand the underlying
structures of texts of specific genres, to enatldets to become more familiar with and
proficient in their construction of texts. With $uskills, they will be able to make creative
choices within the genre limits, and participatéwvaonfidence in the discourses they choose.

Crossley’s study is clearly very different from min

Nelson, Hull and Roche-Smith (2008) have made @ydbased on a twelve year old boy who
decided to make a digital presentation of hisdifay, to tell how he had become the person
he was. The authors follow his process during ta&ing of the presentation, and interview

him again five years later. They critically invggtie his adult “helpers’ influence on the
boy’s self-presentation, as well as how he integat®oth the process and the effect this
presentation had on his life. The forces of “fixignd “fluidity” operate in different meaning-
making ways in this story. “Fixity” conceptualizébge different multi-modal chronotopes at
play, and contributes in the boy’s semioticallyefixidentity at different stages. “Fluidity” is
the different interpretations of this multi-medi@guct he created, and the influence they can
have in his life world. The authors rely on BakHinotion that the chronotope “plays a
defining role in shaping cultural identities ane thays people come to think about

themselves and each other” (p. 419).

This study is related to mine, in the way thatdahéhors investigate narrated material by
means of the chronotope. It differs from mine ia timy that they focus on identity, while
mine is centered on acts that turn out to be dexisi particular situations. The acts the
teacher and the students perform have influendeainidentities, in particular on the change
in perception of their own Self. But my study foes®n the act, not the forming of a whole
identity.
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Summary

This review differs from the regular, more summativay of performing an investigation of
relevant research. In accordance with the aimiisfreview, this way of doing it will have
given an introduction to the multiplicity of autbebgraphic and chronotopic approaches to

research topics.

Regarding the autoethnographic method, my studgvisl a well known narrative path. This

will be further discussed in the chapter on metlitad. my study differs from the examples in
this review, in that | do not focus on my own d@gghent or transitional periods in my life as
an educator. Within the field of educational autoeigraphic studies, there clearly is a need

for more and different approaches.

As for chronotopic studies, they all differ very amfrom my study. All of them, apart from
the direct classroom study, use the chronotopenasrative device. So do I. But I link the
chronotope to the early texts by Bakhtin on timé gpace. In so doing, time and space are
connected tohe actwithin time and spacd&he narratives which | investigate are thus, in
accordance with Bakhtin’s view of the act, not nheexamples from schooling. They reveal
the intensity of, and values connected to, persoeatings between human beings, in the
context of an (Norwegian) everyday school situatidms is, in my perspective, how the
chronotope, as Bakhtin puts it, “makes narrativenés concrete, makes them take on flesh,
causes blood to flow in their veins” (2006a, p. 2Mill this approach make my study
normative? Paradoxically, this might not be theecéis a Bakhtinian perspective, theoretical,
ethical norms will not influence life as such.dtthe individual act, performed by a
responsible individual human being in a once-o@nirhistorical context, who makes choices
in the meeting with the other, which has moral fgualn the following chapter on theory, this

will be further elaborated.
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Theoretical basis and key concepts

As the introduction shows, this research text feitlus on the phenomenons of time and space,
in form of the concept of chronotope introducediterary criticism by the Russian

philosopher, literary theorist, and teacher, M.Bdkhtin (2006a). Linguistically the concept

is derived from the Greek words ‘chronos’, meartinge, and ‘topos’, meaning place or

space. The word “chronotope” itself is not inventgdBakhtin. He writes that he borrows the
name “chronotope” from Einstein, to use it ford#ey purposes. It is not important to Bakhtin
what it means in Relativity Theory. “What counts @is is the fact that it expresses the
inseparability of space and time”, he writes (2QQ6a84).

But in “Toward a Philosophy of the Act,” it is Kasipphilosophy that is the point of departure
for Bakhtin’s discussion of the phenomenons of tand space. To make the originality of
Bakhtin’s thinking more visible, I will in the nexyiart of this study give a brief account of
Kant’s philosophy on time and space, in connediiohis ethical imperative. This will create

a backdrop for my interpretations and discussidrgaghtin’s philosophy.

Time and Space in Kant's Philosophy

Kant (2000) claims thagpaceis an abstraction of our intuitive sensibilitydeas such it does
not represent a “property at all of any thingsharhselves nor any relation of them to each
other” (p. 159). Space is therefore, in Kant's kimig, ana priori® necessary representation,

on which all other sensitivity or intuition rests.other words, it is a form by which we judge
all our experience, and not an abstraction deroradducted from the experience itself. Thus,
it is not possible to generalize the phenomenapate from several similar experiences. The
primary example of this comes from geometry: “imiangle two sides together are always
greater than the third” (p. 159). This statememiasderived from several experiences.

The consequence of this is that there is essgntiak single space. If we talk about several

spaces, based on experience, it is only becausiwae or separate the single one into parts

® By no means must my interpretation of Kant be ta®fully elaborated. It is not my intention to be
disrespectful, but in this part of the study | ararely interested in creating a platform, from vihige can
mirror Bakhtin’s thoughts.

® Exists before all experience.
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as a matter of thought. Thus, the single spactheasltimate form that shapes our experiences,
is indivisible, ideal and universal. Space is theneea condition that makes it possible for us

to see things as objects, as something outsideloass but at the same time it is also
transcendental, which means in this context thatbbund to the appearance of sense objects.
Space has no validity outside sense experiences litithe same time the condition for the

experience that something is real (i.e. objectiwald) outside of us.

If we think of different spaces, as parts of the ,aingle space, they will appear as
simultaneous in our perceptiohime,on the other hand, could appear in our percepson a
successive, not simultaneous. But different thrags exist simultaneously, at the same time.
Time is therefore “not an empirical concept thagasnehow drawn from an experience” (p.
162). Time is, as space, arpriori, given and necessary condition or law. But unlikacsp
which determines how things appear to us outsidsebees, time is “the form of our inner
sense, i.e., of the intuition of our self and ourar state” (p. 163). If we took away space,
nothing would appear to us as experience at all jfagverything that could appear was taken
away, space would not exist. If we took away tiemperience would also be impossible. But
if we took away all things that could appear asegigmce, time would still remain as a
“subjective condition of our (human) intuition (vehiis always sensible, i.e., insofar as we
are affected by objects), and in itself, outsiceghbject, is nothing” (p. 164). This means that
we cannot claim that things in themselves arenretibut we can say that things they

appear to usre in time. Time is not a condition of things lagyt are in themselves, but it is
rather a transcendental and ideal condition ofsoibpjectivity, by which we relate our sense
experiences to each other. Since time has no shaptend to think of it by means of
analogies, for example that our experiences aatelo each other as sequences in a linear

progression.

This analysis of time and space is part of whatlted the doctrine of transcendental
idealism (Guyer & Wood, 2000), which says thatdh&/ way we can have any cognition of
things is as they appear to us, and not as theip éinemselves. This does not mean that

things do not exist in themselves, outside of arception.

The data from our experience are “raw,” and toklahthem, we form them into categories
by help of ouunderstandindas opposed teeasor). Our understanding structures our

sensory experiences. The categories of unders@adénuniversal and valid, and so are our
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judgments of experience when these categoriessaa Theoretical reason, on the other hand,
is a form of thought which is not connected to #ality and experience. Theoretical or pure
reasorinfers withour sensibility with metaphysical ideas, which v illusory if they are

not limited by our sensibility (Guyer & Wood, 200f,5). Thus, it is our understanding that

“is the true lawgiver of nature, and the succes$@sodern science are due to its conduct of
its inquiries in accordance with a plan whose gebligsa priori in the structure of human
thought” (p. 21).

It is precisely the argument that our own thougbésision of how we experience things, that
creates the ground for human free will. Reasonigesvin each human a moral law, because
reason has access to how the human will is irf iset as it appears). But this moral law is
only a possibility, until our understanding decidhesv to live up to this moral demand (Guyer
& Wood, 2000).

In the following | will make an attempt to outlif@akhtin’s answer to Kant’s “transcendental

method,” and in addition shed some light on otleetgof his philosophy.

Time and space in Bakhtin’s philosophy

Bakhtin was struggling with the same questions as Kantdfithe connection between
cognition and the experience, and ethical or magponsibilities connected to the act. For
Bakhtin, the question was formulated differentlgcause he rejected the transcendental
method that Kant approached the question witheltbhe takes as his starting poire
performed actand writes that “[a]ll attempts to force one’s wiegm inside the theoretical
world and into actual Being-as-event are quite hegs3 (Bakhtin, 1999, p. 12). Hesked
himself how it can be made possible to bridge #ye lgetween an act, my unique act, and the
(theoretical) moment that constitutes this actdaghe culture we live in. The answer he
gives is that “from the performed act (and not fritv@ theoretical transcription of it) there is a
way out into its content/sense” (ibid), and thisywealt is through a mediator, which is “an
answerable consciousness in an actual deed” (Bgkll8b9, p. 12). An act or a deedis

| do not claim to have a full understanding of Bek's texts, or to use them in a fundamentalisy viRather, |
let his texts inspire my own thinking about theuss promoted in this study.
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event in “the once-occurrent world,” and this deed oemis never a random happening. It
is an active choice, made by a responsible pergbo,sees himself as the only one who can
perform that actual, historical, individual act. he aware of this, to act on it and not letting
anyone take one’s unique place, is what Bakhtils telving no alibi in existence; and living
life as an answerable/responsible human being. rmact, there is a bridge over to the
reflective aspect or the sense/meaning aspectctwhireceived and included from within
that actually performed act; for the act is actupkrformed in Being” (ibid).

Responsibility

Bakhtin (1999) illustrates the concepts of twofrddponsibility with the metaphor of Janus,
the two-faced god. Every human being has a respidihsdf every act, a special

responsibility for the content or meaning of thg adich is the cultural expression of it
through language or art, and a moral responsilititghe act’s Being, which means when it

is performed in life. But the content, presenteg@rformed in culture, can never be or
become the same as, or penetrate, the actual armatgderformed or experienced act — or vice
versa. There is only one way, according to Bakliiat experience and the account of the
same experience, can meet, and that is if theibtigumeaning-making can be seen as a
“constituent moment” (ibid) in the moral responstisi The moral responsibility, which

shows itself as a particular act, a historicaltyatied, never-repeatable lived experience, is
constituted through the content/sense or meanmnagkle of it, and in this “...whole concrete
historicalness of its performance — both of thesenents (the content/sense moment and the
individual-historical moment) are unitary and indible in evaluating that thought as my
answerable act or deed” (p. 3).

Both the performed act and the utterance of itugholanguage into cultural expressions will
thus be parts of the responsible deed. Languaggiof what is “given,” and in Bakhtinian
terms this would not mean metaphysically given,rather that the individual, once-occurrent

Being is situated in a culture and history thaphdicipates in as he matures and masters the

8 The Russian word that Bakhtin uses (sobytie bytiyaans “the event or co-being of existence,” ankHgin
also calls life “the once-occurrent event of BeiBakhtin, 1999).

° The translations “answerability” versus “respoiiiil of the Russian wordtvetstvennostire discussed by
Gary Saul Morson and Caryl EmersorMikhail Bakhtin. Creation of a Prosaicp, 76. The different
translations are connected to how they argue far thew on Bakhtin’s development. From this pafitiiew
their choice is to translate the same word as tresipility” in the early texts, but as “answeratyiliin the later
texts. Based on the early text | follow, “Towar&kilosophy of the act,” and the fact that the Rarssvord
could have both translations, my choice is to hseranslation “responsibility” in the further te@nly in direct
guotations the original translation is followed
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cultural tools. But calling the act and the cultapression of it a unity, does not mean that
Bakhtin suspends the borders between the two phemanie is rather looking for a way in
which this duality of the act can be united in eol@mess. The unity thus refers to “the way
everything in me forms a unit — so that nothingigiven complex is dispensable or
replaceable. Unity, in this sense, means singylaritt moral responsibility” (Morson &
Emerson, 1990, p. 75).

First movement: From the performed act to the cultwal expression of it

Let me try to illustrate this, to make the sigrafice of these thoughts easier to grasp, and to
relate them tentatively to this research. In arcatianal situation there will be several more
or less decisive events during a school day. Imeccdone-to-one meeting with, let’'s say, a
reluctant student, or an aggressive one, situatidsse where the teacher needs to decide how
to act. The choice of action will be one out of pmaossibilities, and more often than not the
choice has to be made so quickly that there isme tor quiet deliberation on beforehand.
The teacher acts, and there will be a responsetinerstudent, sometimes also from the other
classmates. But there is a form of intuitive def#b®n going on, in the instant moment before
the act is performed. This deliberation is basewbat has happened between the actors
earlier, and on the historical context the actsgkl@ce in. But in the moment of the act, it is
pure, without deliberations or reflectiofi$ie act is the performance of the choice, andim th
moment the act has moral quality, because it imgdnan act of “reaching out to another

consciousness{Morson & Emerson, 1990, p. 76, my emphasis).

The quote illustrates Bakhtin’s discussion with Karhe moral aspect of an act is not to be
measured against either ethical theories or helasign example to follow. “The attempt to
conceivethe oughtas the highest formal category [...] is based onsunderstanding,” he
writes, and states that “[i]t is pointless to spekome sort of specitheoreticalought”
(Bakhtin, 1999, p. 4). The morality of an act layshe fact that it is an answer to a call, a call
that is situated in the situation, so to speakhilvithe well known theoretical ethical
typologies, Bakhtin’s approach is not based on dutyonsequence, but rather on the
situation. But there is more to it than the meteagion. Bakhtin underscores that his
approach is not to be understood as a theoretistdrm or a universal fact. If we do that, we
miss the point. “This fact ahy non-alibi in Beingwhich underlies the concrete and once-
occurrent ought of the responsibly performed a&ahot something | come to know of and to

cognize but is something | acknowledge and affinra unique or once-occurrent manner,”
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Bakhtin writes (1999, p. 40). For each act, | takehe responsibility of performing it the
way | find to be true from my unique point of viewn,that very moment, toward another

human being, within the context we both are anviddial part of.

Instantaneously after the performed act, when thtsugrise, when it is discussed, or written
down, comes the constituent moment of the act. fi@ans, in my understanding, that the act
is notcompletewithout this cultural expression of it. But tbaght,the moral aspect of it, lies
not in the deliberations before or after (whiclthie content/sense/meaning-making aspect of

the act), but within the performance of the adalfts

The performed act and the cultural expression igftiterefore a unity, as long as the cultural
expression comes from within the act, instead déingatheoretical claims from outside the
act to understand it. To make the cultural expogssf an act, what Bakhtin calls to create a
unity of the subjective (the performed act) anddhgective (culture), requires

“the entire fullness of the word: its content/seaspect (the word as concept) as well
as its palpable-expressive aspect (the word asajraayl its emotional volitional
aspect (the intonation of the word) in their unfyd in all these moments the unitary
full word can be answerably valid, i.e., can be titwth [pravda] rather than
something subjectively fortuitougp. 31, my emphasis).

What is this unity of the word Bakhtin is speakof@ Again, we must turn to the act, or
rather, to the performer, who is the responsibladmside the act. The constant unity can
only be understood, not as a norm in the performamar as a law of the content/sense or
meaning-making part of it, but as acknowledgement which | as an answerable, once-

occurrent Being puts my signature under, a newatige for each new agp. 38-39).

The answerability is thus not something that caputtento universal, ethical rules. Rather,
“the act is something around which | wrap my resaifity: the focus is singular and

radically personal” (ibid, p. 75).

Second movement: From first philosophy to further &stractions

Bakhtin makes a distinction between the unit ofabeand the cultural expressions of it,
which he calls “first philosophy,” and the more tihst theoretical world. He describes the
way from the performed act, via the “first philobgpto ever more abstract theorizing as a

movement:
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“The closer one moves to theoretical unity (consyan respect of content or
recurrent identicalness), the poorer and more usarés the actual uniqueness (...)
The further individual uniqueness moves away frogotetical unity, the more
concrete and full it becomes” (p. 39).
Yet, the theorizing or theoretical cognizing istified, but will be rather technical and not at
all the ultimate aim of the abstraction process Philosopher needs to understand that
“abstracting from my own unique place in Being, asyit weredisembodying of myself, is
itself an answerable act or deed that is actuaflmed my own unique place” (p. 48). But it
does only remain an actualization of the respolitsilais long as the connection is that “I, the
knower, have become answerable and subject touijiet of my cognition” (p.49). This
movement in science is a transformation of “thevking- of [znanig into answerable
cognition, and it “does not in the least diministd alistort the autonomous trutistjna) of
theoretical knowledge, but, on the contrary, commaets it to the point where it becomes

compellently valid truthgravdd” (ibid).

Time, space and axiology

The consequence of Bakhtin’s thinking is that teme space are not transcendent structures
of our perception. Temporality and spatiality aot theoretical concepts, but belongs in the
world of the living and acting human being (Bakhti®99, p. 10). Time and space are
“ineluctably tied tosomeone who is in a situatioolquist, 2004, p. 152). Holquist
investigates the English word “situation,” becaiig&s already both time and space tied to it.
When we say that “the house is in a good situdtithis means that it is situated well, in a
good place, according to for instance the viewtherweather conditions on the location. The
spatial part of the expression is defined alsolbgnents that are not directly tied to the space.
When we use the expression “the current situatitims’refers to a special moment, made up
not just by time, but by several factors that makehoose this distinct moment instead of
another. Both time and space thus have other eksrtied to them, and these elements
contain evaluation. The temporal and spatial factdra particular situation are combined

with axiology?®

Thus, time and space, also according to Holquisd)i consists of four elements, not two: “a
time, plus its value; and a space, plus its va{pe’155). Bakhtin’s contribution to the

philosophy and time and space is to place it witheaxiology tied to the individually,

10 Axiology: connected to values (Holquist 2004, $2)1
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historically and socially situated and acting Beiagd that he insists that these elements

always operate simultaneously and inseparatibly.

Within the act there are different moments, alll tie this axiology. There is the intuitive
choice of one performed act out of several possés| and the choice of how to express the
act culturally, when to do it, and the place toresg it. Further abstractions will always,
according to Bakhtin, require evaluations and absic

Dialogicality
The thought that time, space, and the act are alwagnected to someone who is in a
situation, means that this “someone” is always dlatngical. There is only space to give a

brief account of some important traits of Bakhtidialogicality here.

The basic aspect of dialogue is what could be @¢dlie ontological meaning of the word,
which in this case could simply mean a dialogicatldview. “Life by its very nature is
dialogic,” Bakhtin writes (2006b, p. 293). Dialogurethis sense is therefore more than words;
it is the only way of being in the world. When asmn is born, he

“participates wholly and throughout his whole litéth his eyes, lips, hands, soul,
spirit, with his whole body and deeds. He invesssamtire self in discourse, and this
discourse enters into the dialogic fabric of hurif@n into the world symposium”
(ibid).

This dialogue does not end, because if the siifgléslended, the “world symposium”
continues. As Morson & Emerson (1990) puts it;0[tle sure, particular dialogues may break
off (they never truly end), but dialogue itselfisvays going on” (p. 50). It is in this dialogue,
at a particular historic moment, a person is sgdat

The other aspect of dialogue | will mention takesta starting point that it is again acting
humans who are in a dialogue, not theoretical strabt parts of language. Here we talk
aboutthe utterancewhich is not a linguistic element, not even a secgée However, an
utterancecouldbe as small as a single word, but also a “largehowva scientific treatise” (M.
M. Bakhtin, 2006, p. 71). The beginning and the ehdn utterance is absolute, Bakhtin

writes, and what decides these beginnings and gadsrthe “change of speaking subjects” (p.
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72). This implies that an utterance is always de@dd¢o someone, and that the utterance is
finalized, in the meaning otHe possibility of responding to i{p.76). This is why the
utterance is “extralinguistic” and needs to be “entibd” (M.M. Bakhtin, 2006b, p. 183) to be
part of a dialogic relationship, which means tihat aitterance has an author that leaves his
individual mark on it (M. M. Bakhtin, 2006, p. 75).

That an utterance is finalized does not rule oetdtiner. On the contrary, it gives room for the

other to answer. A contrast to thism®nologismyhich

“at its extreme, denies the existence outsidef itdednother consciousness with equal
rights and equal responsibilities, anotheith equal rightsthou). With a monologic
approach (in its extreme or pure forarjother persomemains wholly and merely an
objectof consciousness, and not another consciousnesgsdonse is expected from
it that could change everything in the world of oonsciousness [...] Monologue
manages without the other’(M.M. Bakhtin, 2006b292-293).
The monologue is therefore closed, as opposecetditiogue, which is open-ended.
Dialogue is not finished, it is always becoming. iAteresting part of this open-endedness is
what Bakhtin calls éoophole.The loophole is a possibility of changing the magrof a
word, and also, as | interpret it, a possibility flee other to interpret the word differently or
add to its meaning. The consciousness also hagphdte, writes Bakhtin, because it is
always a possibility left open to the other for imgva different opinion about oneself than the
one by which | define myself (Bakhtin, 1990b). Abtlue word with the loophole, he writes
“[t]his potential other meaning, that is, the loophleft open, accompanies the word like a

shadow” (M.M. Bakhtin, 2006b, p. 233).

| relate the notion of loophole to what Bakhtin tes abouexcess of seeingvhen two

“whole persons” meet, the one sees something thex dbes not see. The other cannot see
certain parts of his body, and not what is behima HAs we gaze at each other, two different
worlds are reflected in the pupils of our eyes. [it.i$ possible, upon assuming an
appropriate position, to reduce this differencéafizons to a minimum, but in order to
annihilate this difference completely, it would fecessary to merge into one, to become one
and the same person” (Bakhtin, 1990b, p. 23). @bethat it isnot possible to “become one

and the same person,” leaves the door open fortbaghrich each other’s world.
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It is exactly this open-endedness and the loopbiolee word | want this study to have. That
is why | invited the reader to be a co-travelethuns journey in the introduction, because the
reader sees what | do not see. The meaning-makithg dext is a joint responsibility for me

and the reader.
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Method

Dialogicality and Bakhtin’s time-space philosophg aot only the theoretical perspective |
have chosen for this study, it is also the ontaalbackdrop of the whole text. | believe this
creates coherence in the study, which contribatés walidity. In order to bring this a little
further, I point to the fact that Bakhtin transfathhis time-space philosophy into the concept
of chronotopea device for literary analysis The chronotope is also my tool for analyzing
the material | have chosen for this study. Wheamihes to the dialogicality and the open-
endedness, | see my text as an utterance intagbewlse on marginalized students and the

aims of education.

In addition, this is an explorative study whendtrees to method, which adds new
perspectives to the research community. Autoetrapdgr is a recognized method (Ellis &
Bochner, 2000; Holman-Jones, 2005), although ihotbe said to benemethod. Those

who perform autoethnography have to create their way of doing it (Holman-Jones, 2005).
The common trait is the narrativity based on trseaecher’s own experience. As a
consequence, the researcher needs to be invemtigdiave the courage to walk new paths.
The narrative turn in qualitative method has be@sgnt since the late sixties (Lincoln &
Denzin, 2003), and thus the narrativity in thisdgtis not new. The contribution this study
makes into the field of research method is theeetbe way | have chosen to perform the
narrative autoethnographic method. In particulais ineans that | bring Bakhtin’s philosophy
of time, space, and the act into the study, in doatlon with his further development of the
chronotope as a device for literary analysis. thisaim in this chapter to put the method on

display, to make it visible to the research comryuni

By taking the dialogical perspective, | confirmtiias text does not bring any final answers.
Instead | want it to be part of a conversation, hbe reader is the dialogue-partner. | have
seen the issues under investigation from my pdimtew, and even though | am asking
critical questions to my own reflections in thettekis still from my point of view | can say
anything at all. The reader is thus crucial asctireonstructor of meaning, and for adding

another perspective in the reading process.

| base this view of a connection between the dany“Toward a philosophy of the act” and “Fornidime
and the chronotope in the novel” on Morson & Emer&®90).
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The constructivist research paradigm which is iegbin these first paragraphs, assumes that
there are no universal truths or Grand theory (H&002; Spry, 2001). The world | see is a
construction | have made, and there are no pogsbifor going behind this construction and
see the world as it “really” is. | “cannot know aboriginal reality,” because “there is none”
(Bruner, 1986, p. 158). | am bound to see thingmfthe uniqueness of my point of view, as
Bakhtin writes (1999).

If there are no universal truths, and no Grandmhdww can a study like this be validated?
As Rorty (1991) puts it: no one has the “God’s stgmdpoint,” but who will then decide what
is good and valid research? Here | agree with Rdrigt), who suggests that instead of
“objectivity” we could do “equally well by the ide# a community which strives after both
intersubjective agreement and novelty” (p. 13ygua that both intersubjective agreement
and novelty are equally important. Intersubjecigeeement in the research community is
important, and in my study this is taken care oblipging in other voices with similar
approaches to research as mine. | also follow thiesrstructures of the genre | write in. My
study is open with regards to my approach, bechiseg the whole body of material (four
narratives) into the text. Moreover, | analyze tHeyysmeans of tools which | explain both
theoretically and by examples of how they have hessd before, and the reader can follow
the analysis step by step. This kind of transparemakes the text open for the investigation
and judgment of others (Jargensen & Phillips, 2006)

But the intersubjectivity must not be so firm thatelty is avoided. There must be room for
new knowledge. If not, intersubjectivity will tetioward total consensus and thus become a
different kind of “objectivism.” Rorty (1991) sugsfs the concept of solidarity instead of
intersubjectivity, and that we should ask ourselV@#at are the limits of our community?
Are our encounters sufficiently free and open? What we have recently gained in solidarity
cost us our ability to listen to outsiders who suéfering? To outsiders who have new ideas?”

(p-13).

| appreciate very much his pragmatist attempt ogoipolitical questions rather than
metaphysical or epistemological questions” (ibidpithe research community, in order to
make research contribute to a democratic socidtg.sblidarity in this study lies with
marginalized students, with teachers, with theasdecommunity and with the political will

to create a better and more inclusive democraticneonity. Still, the aims of this study are
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epistemological in addition to the political prefill intend to seek new knowledge, based on

my research methods and the material | investigate.

The political profile in this study is created lhwdwing the analyses of the narratives about
marginalized students into relief with the Norweg@overnment’s white paper which also

discusses the issue of marginalization in educatr@hsociety. Although we share the same
concern, the chapter on discussion will show tretwave different answers to the problem.

May aim in this regard is to contribute with areatiative, not merely criticize.

Autoethnography and narrativity

The four narratives presented in this study aredbas my experience as a teacher in upper
secondary school. Some of them go back as famagete's; others are from more recent
experience. The main point of bringing the naregiinto this study is that the situations are
quite recognizable to others with teaching expegehbelieve there are others who have
been as bewildered and without educational “toatsT was, even though | at a certain point
went through teacher training. This study is ther@hot about me as a teacher or about how
good or bad | was at what | was doing. | am brigdime narratives in to point at some
important issues. One issue is that teacher trgidd®es not always prepare prospective
teachers for what they meet in practice. This stalyd be a contribution to teacher training.
A second issue is that policy makers do not alve@gswhat could be done for marginalized
pupils or students, particularly because they aide a viewpoint on a system level. |
believe that the aims of education need revisigs $tudy points to new aims. A third issue
is that this explorative study could contributeettucational research in different ways. Al

these points will be discussed in the last chagabed “some possible implications.”

Autoethnography

Autoethnography has some similarities to autobiogyabut my research does not reveal or
concentrate on my life story, not even on my lifgdry as a teacher. Goodson (2000) calls
for a renewal of the interest for the life hister@ teachers, to gain more insight into the
complex concept of education. | support this, kinik that my approach also will contribute
to this kind of insight. According to Goodson, thés a call for “a model for human action
that contains both situational and biographic/mistd data, and that can show the mutual
connection between these factors” (p. 40, my transhis study is an attempt to explore, not
a model, but a way of comprehending educationaasdns in their complexity, with human
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beings in interaction both with each other, wita tontext they are situated in, and the life

stories they carry with them.

Therefore this research is not about being a teashsuch, even if it reveals some particular
sides of being a teacher. It is not about teacpergse, either, even if the concept of
“teaching” might be a close description if one ddqaut this research under some label. It is
not about classroom practice, because the sitisatiescribed bring the teacher and the
students out of the classroom on several occasihat | am after, is to scrutinize some
particular moments or events that have arisen gumn interaction with students; events that
seemed to be heavy with meaning and that eventcatfhe out as turning points for both me
and the students involved. These events did ngidram a vacuum, nor did they just
“happen.” They were conscious choices of acts,iaisdhose acts | have revealed and

investigated through the analyses of the narratives

An ethnographic research intends to see the ing@igderson in a social or cultural setting. In
a similar way autoethnography researches “the séliated in society, culture, politics, and

in history (Ellis & Bochner, 2000; Holman-JonesP3) “The self” in the narratives of my
study is a constructed or textual “self” or “I.”tAxt can never tell the “whole story” of a
person, because there are always something leftrotite narratives | have captured
situations from life. But the act of making theusitions and persons textual, contributes in
making them fixed, as opposed to life, which isfiog and in flux. This is one of the basic
elements of autoethnography, which is groundedteri‘'¢risis of representation” in the theory
of science. This crisis is a discussion of two int@iot elements in science. The first is the
guestion of who is represented in a researchuwhen the researcher has the power of writing
his informants into the text the way she wants, iaratidition is not able to step out of her
own horizon. The second and main question forgtudy is how life is represented in the text.
The question is if one can read a research texvalhte it with regards to how good the
correlation is between data and text. One canyeaségine the positivist shadow behind
these questions, which is the shadow all qualgatesearch has been struggling with. In
autoethnography, the basic thought is that whatlshme researched is the text, and that the
life represented is the life that is presentechetext — and nothing else (Ellis & Bochner,
2000).
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The narratives

Even though this is a textual study, it is possiblask who | give voice to in this text. Since
it is autoethnographic, the obvious answer wouldneg | give myself a voice. But in the four
narratives in this study the students’ voices d@lheard through the narratives. Let me stop a
little at this statement, because it needs critiefiction. First of all, the power is in my hand,
because | have written the narratives the way épgear now. Nobody else knows if the
students’ voices in the narratives are “real.”dntf ethical considerations have made it
imperative for me not to reveal the students’ idgnThey put their trust in me as their
teacher, and | do not want to break that trustagsnsequence, the students are all given
fictional names. Particular traits that would mékem easily recognizable are changed, and
this point forced me to change quite a lot in saine stories with regards to the “real”

persons. The names of the schools they attendetbarevealed.

Will these alterations make the stories pure fittidames Clifford (1986) claims that good
and coherent ethnographic writing very well maychked fiction, although this “may raise
empiricist hackles” (p. 6). He argues that recertual theory shows that fiction does no
longer connote to “false” as in “merely opposedrtoh” (ibid). Cultural and historical truths
are always partial, he argues. It might not berowetrsial to call ethnographic writing fiction

if this means “made” or constructed, but Cliffoedkes it one step further, and argue that “it is
important to preserve the meaning not merely ofinggkbut also of making up, of inventing
things not actually real” (ibid). If this oxymoras kept sharp, Clifford argues, then the

rhetoric in the fictions “empoweend subvertsheir message” (ibid).

To illustrate what Clifford writes, | will reveal yrfirst attempts to write the narratives in this
study. The narratives were constantly rewritterr @a/period of several months. | had co-
readers to almost every draft. As | was writing, tact that | was not sure what | was looking
for became clear to me. This process is part @rebysis that is previous to the First and
Second analysis further down in this study. Rengithe stories several times made them
more readable. The more | wrote and rewrote, theerfazused the stories became. Leaving
some details out, underscoring others, made meeasfavhat was at stake in the situations,

and what was worth investigating.

The writing-rewriting process helped me choose Wiarratives to bring into the study, of

the nine | first wrote. | ended up with four. Th®@pess also made me realize what parts of the
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stories that needed to be left out in order to kbemnonymity of the students intact. But it
was in addition a way of refining the rhetoricalrge of the narratives. In accordance to the
autoethnographic method, | wanted the narrativé®tevocative and communicative. | also
wanted them to “stand on their own feet” so to &pednich means that | wanted them to
illustrate some points, as they were, before thegevanalyzed in the text. This proved to be
almost impossible, because as most narrativesateeyo complex that one could interpret
them in several ways and find new themes and pewgsy time. But | knew a little about

what | wanted them to reveal, and this intentionegoed the way | formed them.

In choosing what students and situations | wardadwtestigate, | made some criteria. After
all, it could have been hundreds of stories tofteth over ten years of experience. | wanted
the students to be marginalized in different wayse plurality of background and personal
history was important to show two of my points: theersity of situations a teacher
encounters in her practice, and that marginaliredesits are not alike; they mirror the
plurality of society. But | wanted the narrativeshiave turning points that changed the
situations, because these “turnings” was what gulzaie the most in practice. | asked myself
again and again what made some situations opendifuen dramatically, while others stayed
locked and apparently without hope. | know thatotieachers ask themselves the same
guestions. These questions were the incentive athoice of what stories to tell and how to

tell them. Thus, the message is “empowered andessive” as Clifford writes.

The same questions were also the reason why | thesaitoethnographic method. In order

to tell stories like these based on experience haseo be very close to the situations and stay
there for a long period (a minimum of one yearé¢oable to follow the often very small steps
of change. | do not believe it would have been jpies$o investigate these situations in any
other way, with any other method than autoethndgrajm the next chapter | will elaborate
how the analyses of the narratives have been diostef all with an attempt to explain the

chronotope.

The Chronotope

“The chronotope is the place where the knots afatiae are tied and untied” (2006, p. 250).
This is the most famous statement from Bakhtin &bbtonotopical structures of narrative
texts. By this he means that the chronotope isém¢er of the narrative, from where the

events unfold, where meaning is created, from whiegenarrative communicates with the
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reader or the listener. The chronotope makes tigemalize in space, “time becomes, in
effect, palpable and visible; the chronotope malasative events concrete, makes them take
on flesh, causes blood to flow in their veins” @pi“[S]pace becomes charged and responsive
to the movements of time, plot and history” (p..8d)short, the chronotope makes the
narrative come alive and become communicative.némeative can contain elements of
philosophy, abstractions, ideas, cause-and effealfyaes, but these elements will “gravitate
toward the chronotope and through it take on feesth blood, permitting the imaging power

of art to do its work” (p. 250).

Bakhtin gives the narrative chronotopes names dérikom what is the basic motif of the text.
In his analyses of the narrative structures, hesstath the ancient Greek texts, and wanted to
fulfill the analyses of texts throughout the histof literature, up to the modern novel,
exemplified by the novels of Dostoevsky. What hetahd the way he did it illuminates the
way different types of chronotopes can be idertiied distinguished, and how they help

unfold the meaning of a narrative.

Here | will merely bring a couple of examples o bhronotopic typology, to illustrate this
type of work. Bakhtin analyzes the well-known Greekrative “The Golden Ass of
Apuleius,” where the hero undergo some changessilifé, due to some character-forming,
remarkable situations he finds himself in whendhansformed to an ass. The chronotope in
this narrative is characterized by the fact thaktis separated into moments that cannot be
foreseen. These moments are all “controlled byforee —chance” (p.94). Bakhtin calls this
“adventure-time.” Space is, on the other hand,rabstthe events could have taken place
anywhere. The Golden Ass walks around in everydl@yrheeting everyday situations, the
difference between him and the others is the fadthe is an ass — and the way he chooses to
act shows that he undergoes some changes — metamsesp- in his life. But these changes
have no effect on society around him, “[t|herefonetamorphosis has a merely personal and
unproductive character” (p. 119). Bakhtin callsttyipe of chronotope “adventure novel of

everyday life.”

Two other types of chronotope will be mentionecehd@ihey are both connected to the ancient
biography and autobiography in Greece. The fipgétig found in the works of Plato,
particularlyApologyof Socrates anBhaedo.This type is also about metamorphoses, but in a

more strict way: the main character goes throufferént phases, distinct from each other, all
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characterized by a process of seeking “authentievimy” (p. 130). The chronotope of these
texts are called “the life course of one seeking ktnowledge” (ibid). The second type is
somewhat different. Here the main character ismittis whole life on display, “either as
verbal praise of a sivic-political act or as anauot of the self” (p. 131). It is not the internal,
private life that is revealed, for in this time asmhce in history there is no conception of what
“private” or “internal” can be. Everything about@an’s life is open and official. Nevertheless,
to reveal oneself or another person is to makéfaigeven more) public. This is connected to
the public space in ancient Greek life, #gora.Bakhtin calls this chronotope “the exterior

real-life chronotope” (ibid).

These examples are not very important in themseivéss study. | bring them in to illustrate
how the chronotopical analysis can be performe&hBa thinks that they are examples of
how time and space work in these literary histdsedtings. That indicates to me that he does
not mean that anyone should try and use thesampadeectly on texts from other historical
epochs. The intention behind his analysis of tli&s®k texts, and later also other texts, is in
my opinion to show how one can explore the chropetaf any text, to find what a particular

text carries within it of potential meaning, site@twithin a historical context.

This will be my task in the analysis of my narratvas well. As we remember from my
interpretation of Bakhtin’s philosophy of time, spaand the act in the theory chapter, the
only way to make the individual experience anddhkural meaning-making meet is to think
of them as one unity with two aspects or faces. thedchronotope is a concept in which time
and space always appears simultaneously. The asaly show how productive a thought

this actually is.

Performing the analyses

For those who are unfamiliar with narrative struesy | will draw the main lines here, and
connect them to the way | have performed the chiopio analyses. In a traditional narrative
structure there is a beginning, which often givdermation on time and place, and an
introduction of the main characters. The story nsowe, either because things happen that
contribute in building the story, or because tharahters are active and make things happen.
Either way, there are small moments of tensionhbiéts expectations in the reader that

something will happen that reveals what this isabbut.
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This revelation is often called the peak of tengothe turning point of the story. This
turning point always create some sort of changbercharacters’ life, and it sheds light into
what has happened and what is to come in the stbe/turning point creates understanding
in the reader or the listener. This understandamglme about the story itself, but often a good
narrative create new understanding also of theer&adwn life. When a narrative works like
this, it could be said to be “true.” Not in the serof logical truth, but it is true to its genre,
and to its mission. It opens “to dilemmas, to thpdthetical, to the range of possible worlds
that a text can refer to [and] renders the obvless so, the unknowable less so as well,
matters of value more open to reason and intuitwarites Bruner (1986, p. 159). This has

been the intention for me when | constructed theatiaes.

| have used this structure to build the narratibesause the pattern is well known. When |
analyze by means of the chronotope, | identifyaberdinates of time and space in the
narrative first. Then | investigate how the differéme and space coordinates make the
narrative come alive and vibrating, and seen lkg, time and space is a very productive
force in the narrative. | identify the small monmenoft action that builds the tension, and
ultimately find the peak of tension which turns #tery in a new direction. This is what | call
acore eventThis core event is always connected to a partidiutaa and space, which | also
identify, and which I call theore chronotopelt is important to name it the core chronotope,
because there are several other minor chronotopesch narrative. The play between the
chronotopes enriches the life in the narratives é@msely. But the core event and the core
chronotope are what create the possibility of ckaagd what this change is about and how it

became real is the main aim of the investigation.

The narratives are based on my own experiencethégchakes them very familiar and
personal to me. It has been a very important gbdeoperformance of this study that they
should be brought into a new context, the reseasalext, not as merely personal stories, but
as good research material. In order to open theto others and remove them from my
personal sphere, | have constructed what | inrttreduction called “layers.” The layers
create distance between me and the personal empeiiie the narratives. The first layer is
called “First analysis,” an analysis that follovech narrative and is very closely connected to
them. The chronotope is used as a tool in thisyaisalThe next layer is “Second analysis,”
and this analysis has a higher level of abstracttaa also an analysis of the four narratives

as one unit, and identifies four new chronotopegwbould be called the main motifs or
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themes of the narratives as a unit. These findirags Second analysis are brought into the
chapter of Discussion, where they are discusséghnof the time/space/act-philosophy of
Bakhtin, and they are in addition seen in lightraf Norwegian Government’s white paper.
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Narratives and analyses: into the marginal zone

“...outside the commonwealth is the empire of thesipas, war, fear,
poverty, nastiness, solitude, barbarity, ignorargayagery; within the
commonwealth is the empire of reason, peace, sgcurealth, splendour,
society, good taste, the sciences and good-wll.”

Narrative 1: Being here instead of there

It is in the autumn semester, and | am in a ckeashing Norwegian language and literature,
in a group of fifteen students from vocational swh@hey are not paying attention, and none
of them are doing any homework. | have tried o@rgwsingle pedagogical method | can
think of to motivate them, and | am a creative pardNone of it helps, and right now | ask

them what we are going to do about the problem.

| catch a glimpse of one pair of eyes finally payattention. It's Jack, the guy who most
vividly has expressed his resistance to the schm@wow he bends forward, with his eyes
fixed on me, and he says: “Don’t you see? Don’t yaderstand that we are stupid? We have
understood a long time ago that we are not abllestm any more. That's why we are here in
this class, doing vocational training, instead @hd the Upper Secondary Education. Can’t
you just let us stay in your class, and stop batlgeatbout your teaching?”

The other guys nod and murmur “yes,” and “exactljhéy lean back; playing with whatever
small things they have on their desks, trying tuklmdifferent. A deep sigh works its way out
of me as | slowly grab a chair and sit down witbrth What has cemented a “truth” like that
in their minds? | ask them about that, and all siidden they explode with chaotic talk. After
a while | calm them down. “Let’s put aside both k®and curriculum for a while,” | suggest.
“And then you can tell me your story, one by one ¥dn also talk about other things, and
have a mix of oral and writing classes. How doés sbund?”

“I don’t know how to write a text,” one of the gepdmits later. “Well, it's a matter of
putting one sentence after the other. Of coursenttore to it than that, but it's a good start. |
can show you in detail how to make a story by usigprinciple,” | tell him. He looks

2 Thomas Hobbe®n the Citizen(Ed: Richard Tuck & Michael Silverthorne 1998, Caidbe University
Press), p. 116.
13 All the names in all the narratives are fictional
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surprised, and utters more than a little skeptia@smut his ability to do even that. After some
negotiation he finally agrees to give it a tryodk at Jack. An incredulous smile plays in his
face. “We can tell our story? Sure you want teehsto it? And then we can talk and write
about other things? What other things? Cars? FIM&s”, | answer firmly, “l want to listen

to your story, and yes, you can talk and write alsans and films and music and whatever.”

The next months we do just that. They tell schomiies that make me feel cold to the bones,
about being in special classes together with puygils all sorts of learning disabilities,
emotional troubles, violence and fighting, soméheim highly intelligent but just tired of
mechanically being told what to do without anyoskiag what they would really like or need
to learn. Quite often the special classes had axher; they were given an assignment, and

had to make the best out of it. Clearly they dithimg at all.

And then we talk about the funny things in therek, what makes them happy and inspired.
After a while, they start writing. “What am | going do next?” Jack says, having written one
sentence. | look at him, and sense that all therstare paying close attention. “What would

you say if you were going to tell me this?” | askou mean, like, orally?” He asks. “Yes.” “|
would say...” and he starts telling me a long stt®gop! Again, from the top, one sentence
at atime,” I tell him. So he does, and | tell onwrite down each new sentence. | also ask

him questions to let him know that he has to expilaings, not just make statements.

Soon he has filled half the page with writing, d@dlooks at it, amazed. Then he looks at me.
“Is this what it takes, one sentence at a time, Yitu were going to tell someone about it?”
“Yes,” | smile, “that’s what it takes. And when ybdave written it all, you can start working

at the text to make it better.” Inspired by theiefd’s progress, the other guys won't just sit
there. Some start writing, some wants me to hear sory and then stop them to help them
write it down. Slowly, very slowly, their storieake form, both the written and the oral ones.

| show them their progress, step by step. By Qhiast they know: They are still able to learn.

First analysis of “Being here instead of there”

In this narrative there are two parallel storidse Thost obvious one is about what takes place
in the classroom. The other story is about theesttsd previous schooling experience, which,
paradoxically, has contributed to their understagdhat they are not able to learn. As will be

41



pointed out; the place in the narrative where #eoad story is revealed is marked by time

coordinates in a particular way.

But in the main narrative, the first coordinatediofe are marked by “autumn semester” and
“by Christmas.” Other markers point to patternactions that have taken place previously in
the class, over some time: “None of them are damghomework,” “| have tried out...” One
sentence points toward a first turn of the situatid catch a glimpse of one pair of eyes
finally paying attention.” This suggests that the teasbddenly sees one single student, as if
he stands out from a mass that constitutes thes¢lahe word “finally” underpins the fact
that it has taken a long time to reach this pdinharks the hope of a shift in the heavy, worn
out everyday classroom life, a shift toward a eitelerstanding of what is going to take
place inside the space that now, probably, wilingfgacharacter. At the moment when eyes

meet, both with new attention, something can happen

The next sentence in the narrative gives a nanck, Jdow he bends forward, with his eyes
fixed on me.” Jack is moving in space (bends fodjawith his eyes fixed on something in
that space (“me”). And he doesibw. This movement in space underscores that the momen
is of vital importance; otherwise Jack would notdnaome out of his hiding in the mass. It is
like a painting of Caravaggio, the great Italiamper from the 1% century. Some of his
paintings were rather dark, but his use of light wemarkable. From a hidden source the
main person in the situation of a painting stanasima ray of light, making the situation
alive and tense, and the viewer is drawn into tbenentous situation by the powerful
movement of this tension. The main figure stands lmut without the darkness that makes up
the background, he would not have appeared thagolwThe simultaneity of figure and
ground in a painting of Caravaggio is a visualmatof the simultaneity of time and space in
the chronotope. In the narrative, Jack is the sugasver in the situation, which draws the
teacher (and the reader) into the tension of thenemd in this chronotope.

The teacher releases the tension by asking therhhaisded to the conclusion that they can’t
learn. This is an active choice, which turns therdgton away from her and her failing
teaching efforts and over to the students. Itah@ce of a new value to act upon: the
students’ needs. In addition, the time marker iatis a second turn in the narrativatl ‘of a

sudderthey explode with chaotic talk.” But the pace df tharrative quickly slows down,
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with the teacher calming the students. She remaiosntrol, which is marked bytHenyou

can tell me,"after some negotiation,”the next monthae do just that.”

“That” means that the students tell their storieprevious schooling. The description ends
with this statement: “Quite often the special cés$sd no teacher; theywere giveran
assignment, andadto make the best out of it. Clearly theig nothing at all.”

The use of the preterite form of the verbs is dasllto the understanding of two parallel
narratives. The main narrative is told in presant the shift of tense refers to the students’
past, which is the content of the second or pdnadlerative. But the past is not history for
these guys. The past is alive and matters her@a@andand Jack’s utterance creates a
constituent moment in the acts of past times: “Dgau see? Don’t you understand that we
are stupid?” Suddenly, he can verbalize what hppédraed, and how this affects his life in the
present learning situation. In this moment past@edence are constituted as a wholeness of
reality. Within the narrative structure, this pnese of the past is made possible to understand
by the sudden shift of grammatical tense.

What makes a person reveal something like this taiowself, not to mention that he
obviously thinks he is the spokesperson of the @/igobup? Jack’s question creates tension
around him. The others try to look indifferent, butmble their support to Jack’s remark.
Jack is provoked by the teacher’s efforts to dhegrt into the learning situations she is trying
to create. But there is something in the situati@t gives him courage to show how
provoked he is. His question is more a demand @hguestion to be answered directly. He
surely knows enough about schooling not to exp@asative answer to his outburst. What
are the events leading up to this turning poirthefnarrative? Very little is said about that,
only the description of the teacher’s impressiothefstudents’ lack of interest. May be it has
something to do with the fact that she is cleanyttte verge of giving up? She is putting
down her guard of didactical thinking, showing artaun face of bewilderness, even reaching

out a hand to the students in a different way thefore.

They grab this hand, reluctantly at first, but théth increasing eagerness. A third turn in the
narrative is created by the time coordinatieetiwe talk about the funny things in their

lives,” and ‘after a while they start writing.” At first glance the peak ohston in the whole
narrative could be interpreted as the moment wheh dtters his frustration. But there is a

deeper tension, between the concrete school datharekperience from previous schooling,
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which for the students is more real than the theoveorld the teacher tries to impose on
them. This tension is exposed when the studentisteliing their stories, first orally, then in
writing. Thiscore eventn the narrative is a merging of the past intoghesent, into texts
with a content they disclose sentence by sentémiwea form that they previously did not

master.

These texts are the construction of a space, wiaateand present merge, but they also have a
new future pointed out in their writing, based ba slowly acquired knowledge that they still
can learn. These texts are therefore als@dhne chronotopevithin the main narrative. But

the texts can also be seen as a place where thensstand the teacher meet in a different way.
Thus, the texts become the metaphor of the maiecagp the core event: the creation of a

new relationship between the teacher and the stsidamd between the students themselves.
Jack’s first provoked and provocative utterance hkasthrowing a stone into calm water; the
water is stirred and there are waves like conaenircles in an even wider formation. The

first circle is the change from passivity in thasdroom to activity, the next the oral telling of
their stories, and then the writing of the textat Be last circle, which connects all the waves
to the whole sea, is the creation of new trust thair self, their ability to learn, and in their

ability to form new, fruitful relationships.

But there is another chronotopic factor to considehis narrative, which is not mentioned
directly. The class is situated in a certain, petcified, geographical place. They are also in a
classroom. But there is an element that contributéise creation of another type of space,
within which the teacher and the students are ngpvihis is the governmental instructions
about schooling. The teacher takes it into her bamdsnotto follow the curriculum in this
class, which would tell her to make a steady pregjom throughout the school year. By
means of the chronotope, one could say that sti®igsing not to work in a steady linear
progression, but rather let the concentric cirélem the initial act lead the work. By putting
“aside both books and curriculum for a while,” aation which apparently lasts for several
months, she creates room (e.g. time and space)tlarths in a different order and another
way. Some inner negotiation has taken place, winiakes her almost undermine the clear

instructions from the government.

What can the background be, and the deliberatibmbethis choice, an act that could have

severe consequences had it not turned out well@b&ious reasoning could be that if she
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continued the prescribed progression, not takit@account that the students did not believe
in their ability to learn, both the final marks aad exam would reveal exactly that: They
would appear as not able, or not willing, to leafishe took the chance of doing things in a
different way, based on the information Jack preditier with, the students might not turn
out worse than if the curriculum was followed. Td@ance would still be there of improving

the students’ learning, if not that year, then rbayater in their lives.

But the chronotope can be used in order to tusrttomentum another notch. The key to a
deeper understanding lies in Jack’s first utteraf\dke have understood a long time ago that
we are not able to learn any more. That's why veehare in this class, doing vocational
training, instead of doing the general studies.& Tpatiality of this remark lies in “being here
instead of there.” This remark is also axiologigalharged, because it is based on the
assumption that “there” is better. Better in thesegf society, or in their own eyes, or in the
teacher’s eyes? No matter whose “eyes” this viebaged on, it inflicts on their perception of
themselves and their place in education and iregpciack implies that the teacher is using
too much time on things that belong to anotherglathe academic classes, not the
vocational training classes. He obviously feelsypk®d by that, and he acts on this
provocation, by sending it back to the teachersetms to mean that it is she who should
find a different place/space/topos, not they.

In the eyes of the students, the teacher is bringmonos from another space into the present
topos. This means that the conception of studyrpssion (chronos) found in the curriculum,
which is formed in a theoretical space apart framreality of the situation at hand, is
brought into the dysfunctional learning space efphesent situation. In the eyes of the
students, she is acting in a u-topian way. Shet®bthe present topos and chronos as they
perceive it, doing the utopian attempt to bringnth@ver into another space, spending time
trying to make them learn things that do not beltmtheir topos. In this narrative,
topos/space has several meanings. In additionultidoe interpreted as social class. This
clash of worlds has both structural and personpligations. Not only is the teacher trying to
push them into another social class, she is aldonga&fforts to turn their identity into
something that in their perception it is not, uttigy find a way to reach her and they can
meet in the relational space.
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The act of the teacher thus can bee seen as rioodediscovery of the expansive gap between
two different chronotopes, based in two collidiregratives. The teacher’s perception of
education and her task as a teacher is based @dheation and the curriculum. She initially
has an arsenal of teaching methods, but “nonel@ljgs.” Why not? Her “narrative” is based
on the understanding of the teacher as the suppatganizer, who shares her knowledge
and aids the students in their work. The studénegrative” is based on traumatic
experiences of schooling and the view that a @rangr in vocational training does not need
too much theoretic knowledge. This places thenonbt in different roles, but different

social classes; even with totally different goalsldeing in the classroom. Jack’s remark
opens up this extreme disparity for her, and shieergtands that no educational method can
bridge this gap. They need a different space ta meand consequently, the time schedule
and progression of the curriculum do not fit. lnetwords, they need to create a new
narrative together, which can be the basis of acteanotope. Since every narrative has its
own chronotope, the teacher and the students méatly with different chronotopes, which
clash dramatically. The initial chronotope of th&ss practice, is the one of “being neither
here nor there.” The new chronotope is that oftarga new narrative, which is made by
their new effort to learn and their collaboratiarihe concrete oral and written stories. Their
written stories grow, and finally the old storyradt being able to learn (the students) and the
teacher as the provider of learning strategiestaaching methods (the teacher) is changed to
a new story. The main motif in that new story iattbf the changed relation, or rather, the
creation of a real relationship. The new chronotopdd thus be called the chronotope of

relation.

Narrative 2: The abyss

Julia is one of my students in a class in Genexadi€s, where | teach Norwegian language
and literature. | am also the head teacher of ldmscThe students are supposed to have
written several shorter and more extended essagsdchool start in August, and now it is
October. In spite of my repeated challenges, haganot handed in one single text. Itis a

real worry if she will be given final marks whereteemester is over.

One day | tell Julia that we need to talk. She st@tuctantly on her way out of the classroom.
“Why are you not giving me any texts?” | confromrh*You are aware of the consequences
of not answering the assignments, and besidesniatdnelp improving your writing if | don’t
see a single text of yours.” She first looks doWnen she looks at me with a twinkle in her
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eye. “But the assignments are so boring,” she sags) not at all turned on by them, and |
have found that it is impossible for me to writ@absomething that gives me so little head
start.” | feel a little awkward by her bluntnesst blso intrigued and surprised. “I write a lot,
you see, mostly by night, when the house is qBiet.about totally different subjects than
those you give us,” she says. Her skin is pald) slitadows under her eyes. | can see that she
has not slept too much lately. “Ok,” | say. “Wlifagou write about anything you like for a
while, and hand it in as texts for me to read and gou feedback on. Perhaps they could also

serve as background for your marks.” She smileglfaibut nods, agreeing to the deal.

The first text she hands in is very short. It seémizave been written in a dark mood. In style
it is almost cryptic, and although | try my besisinot possible for me to find it meaningful.
When | tell her this, she grabs the paper, andcunhto a little ball with a deep sigh. She is
on her way out of the room without looking at m@/dit,” | say, “I can show you what |

don’t understand, and probably give some suggestibout how to make the text longer and
also more readable.” She hesitates for a whilen®me slowly uncurls the paper ball, and we
sit down to talk about her text. She is most celyanot in the mood to give me right in my
reading of the text, but she listens carefully. 8hen laughs a couple of times when | show
her how the text might be read and interpreted.iktention as a writer has been totally
different from those readings. We agree that slgeiisg to rewrite the text, and try to make

another text as well during the next week.

She seems to be in a better mood when she hatde texts a week later. The rewritten one
is definitely improved, and | begin to enjoy hentasy and creative writing. | decide that |
will suggest to her to make a sequence to the égtkigr follow up the story as it is, or write a

Chapter two.

The second text is different. It is written in fierson, but | cannot decide if it is a fictional
narrative or a very personal story. The story sudila person who is awake at night, in a dark
mood, and fantasizes about entering another wertlinoension. This narrated person inflicts
pain by cutting the body with a sharp blade. Ttoot| and the pain from the blade, gives a
dark satisfaction for a short while. | feel my hdagat hard and upset from worries about my
student.
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Before | can decide what to do with the text, sheds me another one. | tell her | want to
speak with her again - very soon, | say. She rnaas$ we decide to meet the following day.
This new text is even darker than the former.dtiaost suicidal, like she is standing at the

edge of an abyss, deciding if she wants to leteffefia! in or not.

When we meet in the conference room | put her textthe table in front of us. “I can’t treat
these texts like any other written material,” | slly voice sounds calmer than | feel. “At
least | feel that we need to talk a little abouivitbings are going with you first, and if these
texts are reflections of that.” A faint smile apggeand fades like a wind across her face. “Did
you think | was about to kill myself?” She askshal was one of the thoughts that crossed
my mind,” | admit. “Don’t worry, I'm not,” she prdaims. “I have been thinking about it
earlier, but not at the moment. My texts were atorx of the thoughts | had back then, some
dreams | have had at night, and a need to writatadsrk matters.” “Why do you have this

need, and why do you spend the nights writing®kl a

“I write at night because that’s the only time hdae by myself,” she explains. “In daytime |
have to look after the twins, and the family dagg any horse. My grandmother also needs
some help almost every day.” “But what about yoanepts?” | ask. “My mother is filled with
grief since my father committed suicide a while agbe tells me. The abyss is there, lying
underneath her calm and simple words. “You shouatccarry all this alone,” | say, meeting
her white face and dark eyes. “You can clearly talkne, but you should consider getting
some more qualified help from the school psychaliogfl'm not crazy!” she immediately
states. | smile. “I know you are not, but it is elgrto take some of the load off your
shoulders.” She reflects on this for a while. “Oglie finally says, “as long as | can quit

whenever | like.” We talk for a while longer, angree to meet again regularly.

In the next meetings, which we decide to have tilemext semester, we do not go into her
personal or family background a lot. She is gettietp from others for that. Instead we
concentrate on her texts, and she is opening up arad more for seeing her texts in different
ways. She writes several beautiful, fantasy-likegafter this, but it takes some struggling for
her to accept that getting help with a text dogsmean that she is stupid or the text hopeless.
It takes even more time for her to discover thatsm work for the achievement of quite

high marks instead of being content with the loveests or none at all. But she gets there

after nearly three years of intensive work.
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First analysis of “The abyss”

The coordinates of time are plural in this narmtimitially it has a resemblance to the former
narrative, in the way that it mentions that time gane from August to October. The acts of
the narrative starts in October, but the referéadbe passing time from August, in which
some expected acts from Julia have not taken phaakes this period of time in the narrative
empty. To set things in motion, the teacher “ong daks directly to Julia to confront her
with the lack of action. Other time markers arer ‘dowhile,” “lately,” “by night,” “during

next week,” “a week later,” “a short while,” “thelfowing day,” “at night,” “during the day,”

and so on, until the story ends by the marker fafearly three years.”

The space markers in the text might seem to beiom&t less frequent, but they are of great
importance for the understanding of the axiologmahnings of the narrative. The attention
of the reader is initially drawn to the fact thiaistis a class in “General Studies,” as opposed
to the first narrative, which took place in voca@btraining. There is no specific meaning
attached to this, apart from the fact that theheaollows the students for three years, not

one or two, at the most, as in vocational training.

Other space markers are “the classroom,” “on the aué of the classroom,” “at home,” and
“in the conference room.” These markers definecglaas the meaning of the concept of
space. But there is another space which is of utmgsortance, and this space is constructed

by the texts that Julia writes.

In the beginning of the semester of the first yda,timespace in Julia’s texts were empty.
This is true at least for the texts she was sugptisbave handed in at school. But when she
is given freedom to write what she wants and handg the space is the same (the text). But
time is given a double, or ratheflaating meaning: The night, when she writes the texts, and
the day, when she is handing them over to the es&elader. The nightly texts are suddenly
brought into daylight. Thismovement of time (night —day) in space (the tex®als another
space, which is part one of the core event ofrihisative.

This space is revealed when Julia starts givinggheher access to her nightly activity (the

writing of texts the way she wants or needs totf@nd it is calledhe abyssn the narrative
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The abyss is not a place, nor is it time. Howewethis narrative the abyss is first described

as a “space” in language, because it is reveatedistically:

“The story is about a person who is awake at nighg dark mood, and fantasizes about
entering another world or dimension. This narragetson inflicts pain by cutting the body
with a sharp blade. The blood, and the pain fromlitade, gives a dark satisfaction for a
short while.

[...]

Before | can decide what to do with the text, <redis me another one. [...] This new text is
even darker than the former. It's almost suicidi&k she is standing at the edge of an abyss,

deciding if she wants to let herself fall in or riot

There is a double language disclosed in this exckrig the language of the narrative, and
this language refers to the linguistic descriptddmightly activity in Julia’s stories. The abyss
is a construction the teacher makes, when shadsng Julia’s texts. Shemagineshe “I”-

person in Julia’s stories as a person in greatelaagd the metaphor of an abyss is what she
finds to be most suitable. This metaphor is acyuadit an expression of the reality of the “I"-
person, and not for Julia, but for the teacher's@wns in the meeting with Julia’s stories.

The teacher is the one who is afraid of fallingoia darkness she will not be able to come out

of.

The second time the abyss is mentioned, it is mbiny butbeneaththe languagéeiThe

abyss is there, lying underneath her calm and ssmmrds.” The teacher recognizes the
space of darkness from the texts written at nighthis daytime conversation. But what can
be underneath the language? In a narrative, nothignderneath,” except from the thoughts
and feelings of the reader, built on the langudgletext. In a conversation, one could in
addition to the words, talk about body languagehertone of voice, the intonation of the
words, which gives the conversation partner somescto how the words of the other can be
interpreted, to help her form the best responsénBthing of this kind is to be found in the
narrative where the abyss is mentioned. This méeighe teacher is mixing her
interpretation of the space of Julia’s texts with space of Julia’s life. When Julia tells about
the reasons why she usually writes at night, imfof an overwhelmingly difficult life story,

this could be an appropriate mix. But Julia deties the “I”-person is identical to herself,

which means that the teacher is out of touch wathstudent’s reality. This is part two of the
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core event. And the teacher is dangerously closeogsing a border between Julia’s texts and
Julia’s life a second time, when she suggestsililia should see a psychologist. Julia’s
response is to the point, with her protest: “I'nt o@azy!” The student understands what the
teacher does not grasp; that her texts and heddifeot fully correspond, they are different
entities with different realities. By her over-idigication with what she thinks is Julia’s life,

the teacher is on the verge of using her poweetmé her student’s life, and thus force her
own conception of reality over on her student. Tusception of reality has as its
consequence that there might be a need for profesdelp, possibly followed by a

diagnosis.

Thus, thecore eventor peak of tension, in this narrative is a twdfolovement. The first
movement brings the texts from the darkness ohitet at home into the bright daylight of
the classroom. The second movement is when Juliahenteacher sit down to talk, and their
conversation reveals that Julia is not the victima eerious death wish, but a strong young

woman with good, evocative writing skills.

Apparently there is a change in Julia’s view ofdedfrin this narrative. In the beginning, she
is not handing in the answers to the assignmeuendiy the teacher. Actually, she has been
able to stay almost invisible to the teacher ftorg period of time. She is living in the
margins of student conduct, and this is colorirggtkacher’s view on her when she starts
handing in the texts. The teacher is afraid thashelent is going to lose in the race for final

marks.

The first sign of the teacher’s worry is when sbafmonts Julia with the consequences of not
answering the assignments. The next sign is whemestds Julia’s texts and the worry
changes from lack of final marks to Julia’s lifedeam eventual early death. This is a
chronotopical shift. The time limit of the marksai€ouple of months that is left of the first
semester. The space connected to this time lirntfieixlass of Norwegian language and
literature, located physically in the classroome Bipace regarding Julia’s life is first within
the texts she writes, but is changed in the teacperception to be Julia’s lived experience.
The time limit connected to this space could beuliienate and final abruption of Julia’s life

in form of a suicide.
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Seen from Julia’s point of view, the chronotopiperence is different. The chronotope of
the marks is the same for both of them, but thieesonly chronotope for Julia. She is a
confident writer, with personal and creative resesrand good writing skills. That she needs
advice to make her texts better, is first an annogdo her. But then she is captured by her
own writing, based on the fact that she can devie®mabilities to communicate through her
writing. In her view, she does what they have agji@g and it is obvious to her that the texts
can be used as a basis for evaluation and finatsnar

This is why she is willing to take the risk of itivig the teacher into her textual world. That
the teacher misunderstands the texts is not Jydralslem. She has confidence in her writing,
and she is willing to put trust in a future relasbip to the teacher. It is possible that thisttrus
is partly based on the fact that the teacher igvstgpno signs of rejection or other kinds of

negative response to her blunt remark about thiedpassignments.

What appeared to be a change in Julia’s view dcfdieis still a solid interpretation, when it
comes to her ability to get final marks. But thamhe in the teacher is even deeper, because
she is the one who learns, by trying and failihgt hot everything is what it appears to be at
first glance. The first interpretation of Juligpiven wrong, when the student reveals what
she is and what she is not. In the end, the tedaseto learn to do the same as Julia: to trust
the relationship. It seems that this new way of camicating works for both of them, when

Julia finally ends her education with high marks.

Narrative 3: Loopholes

One year | get the opportunity to teach Norwegaargliage and literature in a vocational
class that builds houses. | suggest for the stadbat we should have some of the lessons on
the construction site. First they think it's an adda, and some say they will not have
academic subjects mixed into what they believaesfteedom of the construction site. But as
we talk about it, the idea grows on them, and fnidley are quite enthusiastic about it. The
vocational teachers has an influence on their es1gagt, | guess, because they are really
surprised and excited about the fact that an acadg@md female) teacher is willing to come

out in the cold and “risk becoming dirty,” as thayt it.

| decide to concentrate the lessons on the corstnusite on the curricular theme
“instruction.” But instead of me instructing thewlhich | could not do out there, the students
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are going to learn and practice being an instruciome, in how to build a house. Since | also
want them to be prepared for what is going to fakee, we have some lessons in the
classroom, learning tools for oral instruction. Wnard ‘tools’ makes good sense to them. But
the educational literature in Norwegian languagevtational classes is poor on relevant
‘tools.” So instead | turn to classical rhetorigtge First | tell the story of how, why and where
rhetoric practices was invented, and then | turant@xplanation on how it can be useful for
us today. We examine and discuss the conceptvetio, dispositio, elocutio, memoiaad
actio™®. They try it out in the classroom in small groupsd ¢hey are given time to develop
their own instruction based on adjusted forms e&éhprinciples as we set a date for the real

instruction.

As | arrive at the construction site, the studéod& up from their work to say hello. “Who’s
going to be the first?” | ask, smiling at themsl#é fresh and beautiful October morning, and |
am excited to be there and curious about wherentilitead. “You can come with me,” one
guy says quickly. I follow him up a ladder, and siedown at the edge of what’s going to be
the attic in the house. I'm not sure | want to lawkvn, so | decide to look at my student
instead. “Now | am going to teach you how this gaih works,” he tells me. He explains how
| am supposed to hold the gun to make sure it doeshoot in the wrong direction. He also
tells me about the benefits of working with a rpih instead of hammer and nails. He is very
thorough. | notice that he looks me into the epesmake sure | follow. | nod now and then,
and says “right!” and “oh yes!” to let him know tHaunderstand what he says. My mind is a
little absent, though, because | am getting nerfimm all the other nail guns being used
around me. | tell him this, and ask if this is adittle dangerous as well? He smiles at me.
“Of course we need to know all the time where ttieers are. But every morning the base
coordinates the work, so that everyone knows whdbtand where they should be. That is
insurance for not missing the nail point and hgtanclassmate instead. But there can be
accidents, of course.” A little reassured | calgfldt my feet hang down across the edge of

the attic.

4 Inventio: the art of asking questions outside @mions/dispisito: to reflect on and establish adystructure
of what you want to say/elocutio: what can creatgdsy and emotions in the audience, based onaiveir
sensory experience?/memoria: how can you creaieta@in your mind that helps you keep what yountita
say fresh?/actio: to use your voice, your eyesr pody and the subject matter in a personal waat, ritakes
people believe in what you say and move them iotioa. Based on Aksnes, L.M & Time, S. (1996)ed
andre ord Oslo: Samlaget
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“Lunch break!” The vocational teacher shouts outlo'Wait a minute,” says my instructor.
“You need to try the nail gun yourself, to makeesyou are able to use it.” | grab the gun. It
feels heavy and cold in my hand. | point it towattts place he shows me. | feel the backlash
in my arm after having pulled the trigger, and ribi8 from my gun we can hear the soft
“poff” followed by a bang. | feel proud, and smitehim. He smiles back. “You see? It's not
hard; you just need some practice. Are you suréveogot it all by now?” he asks.
“Absolutely, | had a very good instructor,” | reply

During the day half of the guys have had theirriredton. It's going even better than |
imagined, and most of them are very well preparad careful not to interrupt their work,
and let the instructions be as naturally integrateitieir working schedule as possible. They
seem to be eager to perform their instruction, efrey are nervous, and | am rather

touched by their confidence and pride when theytendiis inverted situation.

But one guy seems to hide a little every time Idese. | let him do that, hoping that his
confidence will grow as he listens to the othersriby the second day | understand that it's
not going to happen. | need to talk to him, andgwaround to find him. But he’s gone. | tell
the vocational teacher that Jon also needs tonpetfics instruction. He tells me that Jon is
quite shy. May be it would be better if he coulkd the instruction over with me one-to-one,
and then perform it with just him and me preseatsihggests. | say sure, no problem at all.

The teacher promises to find Jon and tell him this.

After lunch | spot a dark eye looking at me throaghopening in the house construction. It's
definitely Jon. | move towards him, and this tineeviaits for me. “Do you want us to go
somewhere to talk?” | ask him quietly. He nods, ladls the way. He stops out of sight of
the others. We sit down, and | tell him again & ghinciples of instruction, and the rhetoric
tools he can use if he likes. He asks a few relegaestions, and seems pleased with the
answers. “Can | prepare myself for one hour, aed §fou can come back here for the

instruction?” he asks. “That’s perfect,” | tell himnd we part.

One hour later | turn up at the same place. Jtamei®, pale and trembling. He has a written
note with him. “Can | use this to be sure | dooitget anything?” he asks. “Do what’s
necessary for you, but remember that this is fesaor an exam,” | say. “You are the expert

here. The point is that you are going to teach omeething |1 do not know from before.” He
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looks more relieved, but still anxious. “Let’s geen here,” he says, and | follow him. He
starts the instruction by telling me the historyaspecial sawing machine, and how it has
been improved over the years, up to the standaelityuse at the time being. I'm impressed.
Unlike the others, he has not planned to makeeidsy for himself. The whole presentation
and instruction lasts for almost twenty minutes] hget so captured by what he is telling and
the way he does it | forget my role as a teachdrsaarts asking questions out of pure interest.
This is a person that both knows and loves whas deing out on the construction site, but
hardly ever says a word in the classroom. Now Is® isito the subject matter that he seems
to have forgotten the situation himself. His eyagehan intense glance, and the trembling is
gone. It's like we've found a loophole in existenagplace where we’re the only existing
persons, where time is suddenly suspended, artabtiders between him and me are fading.

Suddenly he looks up at me. “Do you have any maestions?” he asks. “If not, I'm done.” |
just shake my head. “You know, | have almost nepeken in class before,” he admits, as if
he’s amazed by his own performance. “But now yalsgieak, and very well indeed,” | tell
him. “So | passed?” he asks. | smile. “As | toldiythis was not a test, but if it had been, then
yes, you would have passed and much more thai Hetooks pleased, almost happy. “Ok,
bye then,” he says. “Bye, Jon, and thank you.” ét&k$ a little perplexed at me, and then he
nods and goes on with his work. | leave him, grdtéfat there are no others to give me

instructions that day. | need to go home, and cefipon what just happened.

First analysis of “Loopholes”

This narrative opens with an unspecific time cooatk: “One year,” which indicates that it is
one year in the middle of several years of teachiighe same time it marks an unusual year,
given that this particular year is pointed out alidwed to be a part of nearly a handful of
narratives about significant events. And indees & special year, with an academic subject
matter and classical rhetoric praxis on a sithfrse building. The first narrative of this
collection, “Neither here nor there,” is also frmwcational school. The project in this later
narrative could be interpreted as an experimengded to make a change in how the
academic subjects are taught based on the experfiem the previous class. The aim would
be to connect the academic subjects more to tlotigaiatraining, but also to give the students

another experience of themselves as academic fsarne
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With the next time coordinates we are closer taaitteon. The few sentences in the opening
paragraph that starts with “First they think iars odd idea” and ends with “finally they are
quite enthusiastic,” suggests a period of tensi@agreement, a lot of discussions, before

both the students and the vocational teachers fiseghand excited” decide to give it a try.

The training in the classroom, with a loop backha history of rhetoric theory and practice,
is a narrative within the narrative, or a preludéhte main events. At the construction site, on
a “fresh and beautiful October morning,” the teadreives in an excited mood. The
coordinates of time arexbw| am going to teach you how this nail gun workKgfiod now

and ther’ “need to knowall the timewhere the others are,étery morninghe base

coordinates the work,”ltinch break’ “wait a minute

nowit is from my gun,” “sure you’'ve

got it allby now?” These time coordinates mark the first event.

The space coordinates in the prelude are “vocdtmass that builds houses” and
“classroom.” But other space markers point to agosipace, professionally and physically
familiar to the vocational teachers and the stugldnit an experience yet to come for the
teacher. This space, the construction site, ist°cahd “dirty,” obviously not a usual place for
academic teachers and it is typically a men’s world

In the first event, the space coordinates are niytthe construction site, but inside a house
under construction, in an open attic, with a vierectly down to the first floor of the house.

In this timespace, the teacher shows evidenceseturity, even a bodily fear both of falling
down, and being hit by a nail gun. The studentisficdence is in sharp contrast, and
underscores exactly what the teacher wanted tmasia inversion of the power of
knowledge. The student is on top of the situatiba,teacher is not. The students’ pride when
they can show her their skills in house-buildinggd @ven master the instruction part, might

alter their relationship and the students’ conmecto the subject.

It is possible to interpret this part of the nam@itas a nice and compelling story. But
underneath this, another story becomes visible.sEeeningly inverted relation between the
teacher and the students is sort of a game, aya phe students’ roles are instructed by
means of rhetoric tools, and the teacher is clearpossession of those tools herself. By them
she manages to convince them that her idea is gdadh it actually might be. But the

inverted power situation on the construction sténere only on the surface. The teacher is
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the director of this experiment, and thus the peaber is in her hands. Her power would have
been complete, had she decided to give marks éosttidents’ performances. She is not doing
that, and this detail prevents the whole projemtifbeing totally instrumentalistic.

There is one student, though, who apparently iplaying along with the manuscript he is
given. Jon manages to slip away for almost two délys first time coordinate to mark a new
turn in the narrative isDuring the daypne guy seems to hide every time | get close.” The
tension of the narrative builds further up by tleetrtime markers:After lunchl spot a dark
eye looking at me through an opening in the hoosstecuction,” This timehe waits for me,”
“prepare myself foone hourandthenyou can come back here?” Jon is taking the dirgctin
in his own hands. Earlier his vocational teacher swgggested this, and the main teacher

character of this narrative is confident enoughmmediately answer “sure, no problem.”

Jon has almost never spoken in class, and he wiliog to talk inside the house
construction, but finds a safe place for himsetlt #re teacher out of the sight of the others.
This space is only marked with “here” in the nawmatWhen Jon starts his instruction, a
second narrative within the narrative is revealdds is the narrative which takes the teacher
by surprise, where the inverted power situatiorobees real. Jon clearly has the power of
rhetoric communication almost as a natural giftiohtsurprises him as well as the teacher.
Jon is the strong and confident narrator of theettigwment of the sawing machine, but also of
his own love, knowledge and skills of the work Beloing: ‘he seems to have forgotten the

situation himself. His eyes have an intense glaacd,the trembling is gone.”

The teacher is taken aback by the whole situatidhé degree that she “forget(s) her role as a
teacher.” This is theore evenbf the whole narrative, and the situation is lilgrand
metaphorically completely on the outside of themspace that is created by the rest of the

narrative:

“It's like we’ve found a loophole in existence, lage where we’re the only existing persons,

where time is suddenly suspended, and the boradvseln him and me are fading.”

In this quote time and space have other charattsriban in the rest of the narrative. Space
is “a loophole in existence,” and time is “suspahti®Vhat does this mean? A loophole in

existence could be interpreted as a hidden doostigdenly opens up, to let them out into
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another dimension — not unlike what happened teliidren in C. S. Lewis’ tales of

“Narnia.” But that is clearly a fiction, and althglu this narrative also can be called fiction, it

is still a realistic one, not fantasy literaturekdy to the understanding of this lies in the even
more obscure concept of suspended time. Chronallbgid is not suspended. The clock is
ticking, which is marked by the length of Jon’stige: twenty minutes. But in tHeacher’s
experiencetime is no longer “working,” she has lost the faglof it. We may all know this
feeling from other situations. We loose feelingiofe and space, because we are swept away
from ourselves into what can be called another dsima, which actually means that
something is so emotionally gripping that we seerfotget everything else. Our focus is

wholeheartedly on whatever it is that sweeps ugyawa

This is the case in this situation as well. Thestjoa is only what is creating such a strong
feeling of being swept away. Jon is apparently ihgitihe same experience as the teacher,
because he “suddenly looks up,” and starts askiegtgpns about his performance. Is it his
performance that creates it? It could be, butithahly part of the explanation. He is not left
alone with his speech, because the teacher isrigskiestions out of pure interest.” What is
created here, by these two persons, is a compldifétyent space, which is not a site or a
place.lt is the space of the relation between them, &edekperience of time is lost because
of the intensity of this direct personal meeting.

The teacher is so surprised and overwhelmed tleahseds to go straight home “to reflect”
on what happened. One could claim that the nevatsaio for both of them, with academic
lessons on the construction site, is what makesetent possible. One could even say that
this event turns an empty possibility into an alityial’ he teacher’s choices contribute in
making this possible, but the one with the morescmus choices is Jon. This event, which
shakes both the ontology and the epistemologyehtirative, actually happens in spite of
the teacher’s efforts to create something newprotuse of it. The ontology is shaken
because the picture of what an educational situasiand can be is completely altered. The
epistemology is shaken because the methods anctidalaefforts is not what create
knowledge, and the knowledge created has nothirgsekver to do with the curricular
theme “instruction.” The real learning takes placéhe relation in the core event, and what is
learned is what a relation is and how it can changerson’s life.
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Narrative 4: Yonder

Amina is a refugee who has been in Norway for tlyesses. She has trouble learning the
Norwegian language. Therefore she is placed imguiage group | have with several other
refugees from different countries, some hours &wegeneral studies. There are both boys
and girls in the class, and this causes Amina serm@arrassment. Muslim girls should not
have too close contact with boys, her family s&j® is not wearing a hijab in the beginning,
but after a while she turns up with a beautifucklane with small pearls embroidered along

the edges. She is very shy and quiet in class.

Amina has some physical problems, but no one séeims able to find out what causes them
or what they actually are about. She is at theatscand to hospital several times, with no
result. But she has severe pain in her neck noviteard and she does not want to be a part of
physical exercise classes. Some teachers takthespart of the “Muslim female
embarrassment”. They decide that they are not goicgre about her ‘so-called’ pain,
especially since she seems to be quite fit soms. ddye word starts to go around among the
teachers that she is faking it, to get out of tida&rrassing physical exercise in an easier way.

One day | give the language group an assignmemly @ke going to try writing a small essay.
There is a big discussion about what topic to caotEhe only thing | decide in this is that
the main part of the essay should be about yosirtfime in Norway or about your transition

to this school,” | say.

Amina is writing a lot. When | come over to herg#al see that she is not writing in
Norwegian. She smiles at me. “I will translatefteavards,” she tells me in a low voice. “I

just need to sort out my thoughts in my native leage first.” “Fine,” | whisper.

When the essays are handed in, | immediately sgeé\thina’s story is special. Apparently
she has started her story describing the time wwherand her family, together with several
hundred of others, ran from their homes during \Bae obviously got so captured by writing

this, that the part about actually being in Noriag got very little space.

Her story makes me feel sick. Her family ran awagyhastily, at night. The whole village
was set on fire by bombs, and there was no tineitg anything but blankets and the clothes

they were wearing. To get to a safe place, theytb@@dss another village, and then go up into
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a mountain area to cross the border on the ottler ¥hen they were passing the neighboring
village, they found a carriage on the side of et They took it with them, to carry Amina’s
grandmother in. She had bad legs, and was slowmgroup down. They managed to get
passed the village safely, but as they startechdsog up the mountain path; they were put
under heavy shooting and bombing. Amina ran besieearriage, to watch out for her
grandmother. They all tried to run as fast as tmyd, to get to a cave nearby in order to
hide during the day. Amina had a scarf around leekpand suddenly it was caught in the
wheel of the carriage. She fell, and was draggedraémeters before someone came to her
rescue. “l was sure | was going to die,” Amina esit“but | survived. But my grandmother

didn’t make it.”

| call Amina in to the meeting room to talk withrh# feel so sad about what you tell in your
story,” | say. “You must have been terribly afraithve you ever told this story to anyone?
Did you tell the doctors?” She looks at me. Herseyamind me of an old woman with a lot of
painful experience. “No,” she whispers. “Why notRbbody asked,” she says. We sit there
for a long time, talking quietly about her situatim her homeland before the war, during the

war, and now in Norway. She is relaxed and opeanlisee that she feels safe with me.

Later | learn that Amina has told about her storia¢r doctor, and she will get adequate help
with the traumas. She has been close to four yedtsrway when somebody finally gives
her some relief. From that little conversatioroafs grew a childish faith in me as a teacher

and a grown up woman, and this faith was enoughake her do things differently.

But not for long. It's decided that next year | Mak given other assignments and
responsibilities. The group is given a male teacWéren | tell this to Amina, she is shocked.
The few weeks that are left of the school year,isltark-eyed and serious. After the summer
holiday, she is given the assignment to write aagby her new teacher. The essay is
supposed to be about the transition from firstetlwosd year of Upper Secondary School. Her
teacher wants me to read it. Amina has writtehellessay about the language class the
former year, and she is so sad to have lost ahsafen in her life. It is painful reading, and |

feel very insecure of how this set-back will infhee her further learning process.
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First analysis of “Yonder”
In this narrative, there are a lot of time coortiasa What is very interesting, is that time

seems to be on different levels, which simultangomsrk different spaces in the student’s
life. In the first five paragraphs, time is mosthythe “now,” but with references to passed
time, like “been in Norwayhree years “not hijab in the beginning “after a while,” “to
doctor and hospitaleveral time$ “severe paimow and theri What can be called the “real
now” starts with bne dayl give the students and assignment.” This mar&ditkt turn in the
narrative, building up expectancies of something teehappen. The narrative structure
continues along this timeline for a while, markgctie words “when | come over to her,”

which implies that the teacher is moving arounthespace of the classroom.

The whispering conversation between the teacheAamda seems to be of such an everyday
nature, that it could go unnoticed, had it not bieemwhat it points forward to. Amina writes
her story in her mother tongue, but she is eagtlitthe teacher that she will translate it
“afterwards.” When the teacher reads her stoiig, mostly about what happened during the
flight from Amina’s family’s village during war, ahit is clear, the way she writes it, that she
just had to use her first language to tell thisyst8he writes for herself in the first place, but
with the intention to let another person into ergsome days later. Contrary to the
narrative about Julia, the teacher is now corretter belief that Amina’s story is directly

related to her life experience.

Amina’s text marks theore evenin the narrative. The time and space of the naeati
become charged when Amina’s text is brought ineostiory. The time markers in her story
are plural and quite different from the othershia main narrative. She uses words like

“hastily,” “at night,” “no time to bring anything,*grandmother slowing down the group,”

“run as fast as they could,” “hide during the ddgtiddenly caught in heavy shooting.”
These are not time markers from an everyday assighim Norwegian schools, at least not
when it is based on personal experience. But diveropportunity, there could be an
overwhelming amount of them. Amina’s story enddwiite ultimate time markers: “I was
sure | was goingp die” And the last one, which is hidden in the langerdyly grandmother
didn’t make it.” Death is the end of time, for theandmother in reality, for Amina an
imagined certainty, which she carries within hedyeeveral years later. This embodied

certainty of her own death could be a large pathefcoming and going “severe pain in her

61



neck,” which with the almost symbolptacewhere the pain is located in her body, also ties
her imagined death to her grandmother’s real pgssin of time. All this is totally differently
interpreted within the school community, which $rie connect Amina’s personal experience

to a certain notion of what Muslim women are like.

The next passage in the narrative, when the teatisestown with Amina, points directly to
this connection with Amina, her grandmother andlieBhe time markers are hidden, but
present: “her eyes remind me of an old woman.” Aamgapproximately sixteen years old,

yet her eyes tell another age.

There is only one small part of this narrative tie#ls about an evaluation, or what could be
called axiological choicéWe sit there for a long time, talking quietly alidwer situation in
her homeland before the war, during the war, and/ moNorway. She is relaxed and open. |
can see that she feels safe with mé&He choice of the teacher, to spend time, quietit)
Amina, to give her space to talk about her persstoaly, marks the change in the narrative.
The change is a consequence of the core evenaxiblegical choice Amina does is that of
trusting the teacher’s willingness and capacitljstien to her story, but also to carry it

together with her in a way that does not underrthieedignity of either of them.

The adult woman and the very young and at the semgevery old woman have a meeting
that touch them in an existential way. This meetihgnges Amina’s life to the extent that she
opens up to others, gets help and probably carséet in the present, not being haunted by
fatal memories all the time. This particular megtoarries in it theore chronotopeThis
chronotope is not only the meeting between twogressbut also the meeting of past, present
and future, within a certain space. At first glanibe space is the room they sit in. Analyzing
further, one could say that there is another spateemerges between the two women, a
relational space, with calm and quiet listening taiking. In this relational space, time is not
chronological, but the merging of past, presentfahae. Not as memories and future hopes,
but as a living, embodied reality in that momeat,ldoth of them. Amina is the one with first-
hand experience, but by opening up for the teaicheyad her text and listen to her story, she

invites the teacher to become a part of this endzhaihronotopic reality.

There are other space markers in the narrativented attention as well. There is the group

of students with Norwegian as second languagetl@tbom they use. For Amina, this
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physical room is not neutral. It is a space of tonpfwith the requirements of the school, and
the regulations of female conduct in social spageeted from her parents. The conflict
thickens outside the room, when she withdraws fpbiysical exercise and it is interpreted as
“Muslim female embarrassment.” Another way of ipteting this, which is not about typical
features of one or the other culture, is to thihk as the meeting of two different
chronotopes. The chronotope defines the motif @ayddpic of a story. One could say that
Amina’s family carries with it a story from thein life, which is embedded or situated in a
certain culture at a specific time in history. Whikay do not like mixed-gender class, or that
their daughter should exercise physically in pubpace, this is a part of their time-space-
story. When they meet the story of Norwegian sangowhich is about gender equality,
social equality, openness and transparency, tlaget of the time-space-story of the
Norwegian society. Thus, there is a clash of stofiée two chronotopes do, apparently, not

fit together.

Amina is in the middle of this clash. She is pdrvwo stories simultaneously, in addition to
her individual, personal story. She carries sewarednotopes with her, and the different
choices she makes illustrate this very clearly. Stases to wear hijab after a while, and she
writes her story in her first language, to traresiatater. But she also chooses to confide in
the teacher, who is part of another story with haothronotope. Amina is both “here” and
“there” at the same time, it could seem. Realitthat she is neither quite “here,” in the
meaning of Norwegian schooling and the story cotatkto that, nor “there,” in the meaning
of her personal or family stogs it waswhen it was situated in the history and culture rghe

it originated. Could one say that Amina right n@yander?°

The American author Siri Hustvedt (2006) writeder essay “Yonder” that her father once
asked if she knew where yonder was. When she gavéke lexical meaning of the word
(“over there”), he smiled and said, “No, yondebé&tween here and there” (p. 1). Hustvedt
calls this a piece of linguistic magic, which shtel discovered is what linguists calls
“shifters,” which means that the word’s meanindgtshwith who and where the speaker is. In
other words, the meaning depends on the pointeyf iom which the word is spoken.

Consequently, there is no possibility of actuédyngyonder, that would be an oxymoron.

5 The word “yonder” could be used as an adverb @maadjective. The lexical meaning of the adveripier
there; at some distance in that direction; in thaegindicated by pointing etc,” while the adjeetimeaning is
“situated yonder” (The Concise English Dictiona890).
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Yonder is always some place else. In Amina’s ctse could mean that she is “not so much
being in a place asotbeing there” (p. 2). Geographically, she is in Naywbut culturally

and linguistically she is not quite “here.” Cultlyalinguistically and emotionally she is
partly, but not quite, in her native country, bebgraphically she is not “there.” The different
stories and chronotopes she carries could rathsaideo place her inlanbo. Hustvedt,
whose family immigrated to America from Norway, idek the immigrant’s place in a new
society as limbo, a “place between two culturestarmlanguages” (p. 3).

Amina’s body tells a story, which until she writs essay about it, has not been revealed to
others. One could say that she is in a limbo, aitmm she would share with millions of
immigrants around the globe. | argue that shehensthool situation in the narrative, is not
just in a limbo, but forced intomarginal zonewhich in Amina’s case, metaphorically, has
themeaning of yonder as its main characterisBeen from the Norwegian school system’s
point of view, she is linguistic-culturally “someete over there.” Seen from Amina’s point
of view, it is the Norwegian school system, cultarel language that is “over there in that
direction.” By giving her teacher access to henstshe invites the teacher to share this
marginal condition of being “between here and thesiéh her. The teacher accepts, and the
process of change begins. Amina is given the oppiyt of “re-writing” her own story, to
create herself a new chronotope, with the teacharsafe guide on the way out of the

marginal zone.

This could have been the end of the narrativejthsi’'t. There is a system around these two,
which they cannot influence. This system, basedtbar persons, has different concerns from
what creates confidence for one student. There@many time schedules and plans, the
system of pairing the right teachers to the rigasses to the right time, dependent of the
teacher’s full-time or part-time jobs. Amina’s nedgecome invisible in the space of timing
and logistics. Her fragile new chronotope breaks,is back in the marginal zone, with the

teacher (and the school) on the other side.
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Second analysis: findings

The overall common trait in the narratives is thiadeveral chronotopes working
simultaneouslyThis is a trait in several complex narrativesthiis study this complexity of
chronotopes is found in parallel narratives andesowithin stories. This complexity adds to
the riches and depths of the narratives. Additignahave suggested that one could see a
person’s life, with its family background, histoand cultural setting, as a narrative with a
chronotope. The way the individual person concearesinterprets this background, history
and setting, with the different acts and eventshlhae happened, is also seen as a narrative.
This narrative contains the person’s worldview amv of the self, and has its own
chronotopes. Furthermore, | have also interprdted\iorwegian school system as a narrative.

All these types of chronotopes can work togetherk@nfruitful to each other, or they can
collide, and they can be re-created to contribut@aking the person’s life better. This is a
finding on a meta-level, because it is precisegyahronotopes that contains and leads to
understanding of the next findings. | do not discals the chronotopes found in first analysis
as findings. Rather, | have tried to see the difiechronotopes in the narratives together, and
then classify them and lift them to a new levehbétraction. This movement to a new
abstraction level is synonymous to identifying thptures in the narratives, the places where
the underlying structures are revealed. Thesetstesare what could be called the findings.
They are underscored in the following text by mgkimem headlines, which all carry the
names of the main chronotopes as | have found thieem all four narratives together are

seen as one large narrative.

The chronotope of marginalization

This is the chronotope found in the history of suling experienced by Jack and his class
mates. It is a history full of defeats, feelingmiferiority and rejection, betrayals, vanishing
hopes, and consequently of resistance to schobtiegd on the belief that they are not able to
learn. The main motif in this narrative is thatising almost on the outside of the school
system, with the notion of not being able to fitTinat creates the chronotope of

marginalization.

With other reasons and backgrounds, this is alsstibry of the texts that Julia writes.
Although they do not, according to Julia, refeedtty to her life. But the history of not
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handing in the assignments, and then handing inititely written texts, contributes to Julia

being on the verge of marginalization.

Jon is different. Not only is he on the verge ofgaalization for being in this class, he is on
the outside of schooling altogether. He has “nepeken in class before,” and he abjects

from the scene until he has no other choice thgratbcipate.

Amina has her own background and story, first emitin a text, and then discovered as lived
experience. She is marginalized for being a noiv@apeaker, for being from a “different”
culture, for being traumatized without anyone disong it and helping her, and she is
marginalized in her own family for having to panpiate in school activities that her family

does not approve of.

In the quote from Thomas Hobbes (Silverthorne, 1@98e beginning of Part two in this
study, the danger and tension of being in this reve/iand is perfectly described. Hobbes
writes about the Commonwealth, but if that conéegivitched with the school system, it
would be like this: “...outside the [school systemihe empire of the passions, war, fear,
poverty, nastiness, solitude, barbarity, ignorasegagery; within the [school system] is the
empire of reason, peace, security, wealth, splendogiety, good taste, the sciences and
good-will.” Being in the marginal zone is to be ttve verge of falling outside. Being in the
marginal zone is also to be infected by the dise&&gassions, war, fear, nastiness...” to say
it metaphorically, and the task of the school sysigto bring the student over on the right
side. | am of course putting this on the edgellustrate how serious it is to be marginalized
by and in the school system, with the consequethig$as on a person’s conception of self.
The quote from Hobbes is also brought in to illatgrthat falling out of the school system is

also to fall out of society, with the “barbarityhé “savagery” that inevitably follows.

The chronotope of change

The narrativity of a person’s life history is nealsle or static. In all of the narratives, thisis
common misconception, but in all of them it turng that it ispossible to create a new life
story.There is always a new start, but it takes timeeffatt, and this new start of a new life
story must be built on different experiences thanformer story. The creation of a new life
story is in the narratives always connected to whaalled the core event. In the two stories
from vocational training, there are two factorst tt@ntribute to make the core event take
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place. The first factor is that the student whthés protagonist of the story is not willing to do
exactly what is lined up. Jack is the most proveeadf them, but Jon is also a protagonist,
sneaking away, not quite willing to follow the mstiream. In the narrative about Julia, the
possibility of creating a new story lies in the reavent of her nightly written texts to letting
them into daylight and inviting the teacher to réaem. In Amina’s case, it is also her text

and the invitation to the teacher to read it teahe first step towards change.

The chronotope of embodiment

The teacher has tlsensitivityto follow this up without reaching out for extendese of

power. She is one the verge of misusing her pow#rase asymmetric relationships, but she
manages to avoid the complete power. One exampleas she misconceives Julia’s texts
with her life, another is when she is the direcbthe “play” on the construction scene, but

refuses to give marks to the student’s performance.

In all four narrativesheeyeis given a prominent role as a key to understaatigbmething
new is about to happen. In narrative 1 the teashédenly catches “a glimpse of one pair of
eyes finally paying attention.” In narrative 2 tieacher notices Julia’s “pale face with dark
rings under her eyes,” as a difference to eanti¢hé narrative when Julia was more like a
shadow in the classroom. In narrative 3 it is tagkabye of Jon “looking at me through an
opening in the house construction.” In narrativevhen Amina and the teacher talks, the
teacher notices that Amina’s “eyes remind me obldnvoman with a lot of painful

experience.”

The teacher also sits down with the students “@&itleep sigh” when Jack utters his
frustration, she is feeling sick with worry ovetidushe is nervous and tense in the beginning
on the construction site, but allows herself tstWvept away together with Jon, and she listens
carefully and quietly to Amina, letting her storgdmme a part of her own embodied

experiences.

This sensitivity is some sort embodied awareness, a way of listening to more than
words being saidThe teacher decides to geided by her intuition and her emotiongo
staying with the student as a fellow human beingddition to her knowledge and skills in

the subject matter. She is still an adult persoimas nothing to do with being a pal or a friend
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or a comrade. | will claim, and bring this up againthe discussion, that intuition and

emotions are not about irrationality either.

The chronotope of relation

In these narratives it is the students who takerttiative to form a relationship. They might
not be aware that this is what they are doingamatiation is what it becomes. Jack and Julia
are those who have the most to lose, becauseiofjthige provocative remarks. Jon could
easily have been forgotten, but when the teacheeado treat him differently, he

surprisingly offers a lot more to tie a relatiobaind with the teacher. Amina decides to write
her dramatic and painful life story, to invite tieacher in, in spite of the fact that she was told

to create her story differently.

When this happens, the teacher deciddsttgo of the controhnd let the students take an
active part in forming their learning processesall the narratives. She does not become
passive, she isupportive and activéVhen she does thdahe students show that they are
resourceful, reflective, talented, trusting andstmorthy.This is nothing that comes over

night. Ittakes time, patience and hard work for both thelea and the students.

When the teacher becomes an active part in a éiffavay than initially, she has made a
choice of actswhich is alwaysaxiological,because she is choosing one value over the other:
what is best for the student over a literal intetation of the curriculum’s word of study
progression or the time schedules in school. Sfe“puts down her guard of didactical

thinking,” “shows a human face of bewildernessgrtfets her role as a teacher,” but she also
says “yes, sure” without thinking, when it is sugigel that she should do things differently
with one single student. These choices of actsnwihe teacher chooses to biellow human
being instead of keeping up her rodee therefore what are called dwre chronotopes,

which is the main motif of the narratives.

What is the case in the narratives is that thehieraand the students have to start from scratch
to build up the trust. The main reason for chasgéatboth the teacher and the students have
to trust something that is not yet there: a relasibip that is trustworthyror the teacher, this

is exactly what is meant lgoing into the marginal zone where the studerdns|, staying

there until the student is ready to come &ytbeing willing to take risks of becoming
marginalized as a teacher, she enters the chrorest@pb the student$his courage and
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creativityseems to be what contributes to the change. Coubagause she seems to take
autonomous decisionghich do not seem to be part of the curricula, emregtivity because
she needs to find other ways of doing the teacthiag what is prescribed in teaching
methods, didactics, curricula and official docunsefithen the students reveal that there are
resources also in the marginal zones, they just sepport and security to bring it out. The

trustworthy and fruitful relationship is not givahhas to be learned.

As a summary of this second analysis, it wouldfig@@priate to end it with a quote from
First analysis, which describes the place of threrbtope of relation in the narratives.

Probably it could be called the main finding intakk narratives:

“The ontology is shaken because the picture oftwhaeducational situation is and can be is
completely altered. The epistemology is shakenusecthe methods and didactical efforts is
not what create knowledge, and the knowledge ctdas nothing whatsoever to do with the
curricular theme [“instruction.”] The real learningakes place in the relation in the core

event, and what is learned is what a relation id &ow it can change a person’s life.”

In this second analysis of all the narratives deggather, the findings are the chronotopes of
marginalization, of change, of embodiment, anchefrelation.

In the next chapter | will bring in the policy douent and let the findings and the document
shed light on each other. The main topic | outlimethe Government’s white paper is what
the aims of education are. The discussion willteetaese aims as they appear in the
documents to what they are analyzed to be in thatnaes. The findings will also be

discussed in the light of theory, as it appeatséntheory chapter.
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Discussion

The initial research question of this study wiafratives from upper secondary schodbw
does potential for learning and new hope emerggerisive events where teacher and at-risk
students are involved?The additional question watow can this study open up for a wider
perspective on educational aim8y intention is to find some answers to these qaaestin

the following discussion.

The structure in this chapter is built on the fdiiferent chronotopes identified in Second
analysis. The chronotopes of marginalization, enrhedt, change and relation will be
discussed in relation to the Government’s whitegpamd to Bakhtin’s philosophy

investigated and described in the theory chapter.

The chronotope of marginalization

If we view the Government’s white paper as a naseadbout the educational situation related
to the Norwegian society, the main lines in the teecomes clear. A good society is
described in the white paper as being with fewsctlistinctions, with reduced inequity and
without poverty and other forms of marginalizatidinus the chronotope of marginalization is
one of the main traits in this paper as well atheother narratives investigated in this study.
The time coordinates of marginalization in the wipaper is “late (language learning).” The
space is “society,” “social class,” and “educatiorhe chronotope of marginalization in the
white paper thus has as its motif “low social clas®produced unless intervention takes

place.” The movement in this chronotope is thgtsotial) climbing.

In society, to be marginalized means, accordinfpeégoaper, to be in lower social classes,
even a victim of poverty. In addition, it meandhtove low basic literacy skills and a level of
knowledge that is not in accordance to the definitn the Government’s paper. As a
consequence, these marginalization factors leaddiminished ability to participate actively
in a democratic society, reduced capacity to foligmon the increasing demands at work,
which again will produce a large number of the gapon on disability pension — which will

create heavy pressure on society’s economic balance

To be marginalized in the school system, meansnagaording to the white paper, to come
from a family that is already socially marginaliz&dhis situation for a child or an adolescent
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means that education is so demanding that thegxjaect little or no educational support
from their family. Thus, the educational systemdset® intervene to meet the requirements

the Government has set up for the society they .want

By analysing the four narratives in this studyintfthat the reasons for marginalization are
somewhat different, and thus the action provided differs. The students in the narratives
are on the verge of marginalization. They are enrttarginal zone, by being close to failing to
meet the requirements from the school system, lmldropping out. For the time being, they
are at-risk, but on the inside of the system. Tlageeno contradictions to the white paper in

this analysis.

But the feeling of being in the wrong place, acaogdo what is regarded in society and
school as the better place to be, is very strohgs i§ particularly clear in narrative 1 with
Jack and his friends. They clearly state that trstupidity” make them unfit for theoretical
learning, and that this condition make them alnsesbnd class members of the educational
system. Not necessarily because of their familykgeaund or for being late language
learners, but rather because there is very |t ¢connects them as persons to what is going
on and is expected from them at school, whicHustilated in narrative 2 with Julia, who
claim that the assignments given are so out offtauith her life that she does not bother to
answer them. There is no experience of schoolcasremunity where they should learn what
iS necessary to participate in society and reactop@l goals. Moreover, there is definitely no
experience of education as an aim in itself andusitan instrument for reaching other goals.
The overall feeling of being quite alone in the@alsystem; with very little support, seems
to be strong. Some of them, like Jack and his ckasmn find that the system; or the
professionals in the system; contribute to thenratizing process of schooling. There are of
course other factors that could be contributinthte feeling of being alone and traumatized,
which are not mentioned in the narratives. Howether determinism could to some extent be
said to exist within the school system itself, &mete is reason to doubt that extensive
language learning would be the only adequate medsunend that for students like those in
the narratives. The notion of already having lestrong for the students in the narratives.
This feeling could have other roots than loosinthm educational system, but how they see
themselvess learnerds based on having lost already. But the studaemdstheir own ways

of survival. There is resistance, avoidance, afféréint ways of making themselves invisible.
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Thus, to be marginalized, or in the marginal zamé¢he school system, is to be in a state of

crisis. This crisis is educational, social, andspeal.

Jack is the one who gives a clear definition of twhakes him and his classmates resist and
avoid participation in the school work the teadnérates. With his and the other’s narrative
of their previous school experience it cannot loepeng to risk situations that could add to
their feeling of being victimized; and make the gfgiof own failure even heavier. The only
student who is eager to do what she is asked t® Amina, with only three years of

schooling in Norway. She still writes her essaywlag that is important for her at the
moment, and thus does what is required, but iroherway. But within a year, she learns that
there are factors in the school system that maldfficult to follow up on her development.
Needless to say, this causes tremendous disappoititmsecurity and grief in her. These
examples show that the crisis of marginalizationasonly reproduced, emerging, or existing,
in the school system; it can also be produced thaher than asking for reasons or causes
outside school, the more important question is thileere is a way out of this spiral. The
white paper express that “future efforts to leuat ®ocial differences should focus attention
on factors within the education system, which canote better learning for everyone, rather
than on external circumstances which the educdtgyséem can do little about” (Norwegian
Ministry of Education and Research, 2007, p. The Government presents early
intervention in language development as one ok#lys to reduce social inequality. In this
study, | suggest a somewhat different and morestiolchange which also alters the aims of

education. In the following, this alternative Wik discussed.

The chronotope of change

What could be done when the crisis is a fact, awl ¢an it be prevented? In the white paper,
the answer to both questions is called early imtetion. The priority arena for intervention is
primary school, if the danger of marginalizatiomet discovered earlier, for example in
children’s health centres or in kindergarten. Wataiuld be discovered is late language
learning, because it is seen as the key factoelipitng a child develop into an active
participant in a democratic society, rather thacolb@ng a socio-economic burden to the
same society. If the crisis is discovered lateerivention in language learning and other
literacy areas should be provided based on the gfdifelong learning. The coordinates of
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the chronotope of change in this paper is therefdedong” and “early” as time, and

“educational system” and “society” as space.

It is not difficult to agree on the importance iéifacy in basic areas as part of the

individual’'s ability to attain more knowledge aragarticipate in society. Moreover, it is

clear that this white paper expresses a need trgehin education as an instrument for
change in society. The narratives and analysdssrstudy points to a broader kind of change.
There is focus on, and development in, oral anttewrianguage skills in these narratives as

well. But to jump to the conclusion that this isatltthe change is about, is premature.

First, what the students attain in the narratigasot just technical skills in writing, although
two of the narratives mention what it takes to malkext good and meaningful to a reader.
Also in the narrative from the construction siterthis an initial focus on oral skills, based on
rhetoric structures in language. Secondly, whatldeper change is about is how the students
view themselves and their ability to learn. Theml@nd written performances are the
beginning of a new life story, not just skills.tirese new life stories the view of the past is
changed in the present, opening up the futurenevaway. What is the cause of the change? |
would claim that the skills being learned come selcdhe main cause of change seems to be
thatthe students are allowed to be present in schowoltasde persons, with their history and
their vulnerability but also thathey are given tim& develop what they have of resources
and talents and thuctively and responsible contribute in the creatidra new “now” and a
possible new futurdn other words, the students’ ontology is taka&wo iaccount; which in
Bakhtinian words means “a person’s worldview artd’fé.M. Bakhtin, 2006b, p. 293).

But is it not a cliché to talk about “whole persth$he students in these narratives are of
course present in the educational situations asengersons, but the main thing is how they
experience their own presence, and how their poesisrbeing perceived by others. If the
teacher views the students as representativegraiug she is going to provide with skills, the
lack of skills is what she sees in the studentshéf instead sees her task as turning the “empty
possibilities in a moment into actuality” (Bakhtit99), the situation will be different. What
does this mean in concrete situations? The “emps$gipility” in the described educational
situations means that the possibility of changdwsys present. It is up to the persons in an
actual situation to realize this possibility, andrake it an actuality - an experienced reality.

This is part of what Bakhtin calls the responsitm@sciousness; to be aware of, and realize,
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the potential in the moment: “[{jhe moment consétliby the performance of thoughts,
feelings, words, practical deeds is an activelywamable attitude that | myself assume”
(Bakhtin, 1999, p. 37).

The premise that lies behind this actualizatiotihésrealization othe need for or dependency
of the other, because together they can make eaen’'s lives more comple{®akhtin, 1999,
p. 42) The students are dependent on the teacher, fologévg knowledge and for getting
good grades. The teacher is also dependent onutienss, to be able to realize the fullness of
her task as an educator. But beyond the rolesin§l@eteacher and a student, lies the
realization and actualization of both teacher aondent as humans. A life story is never
merely about roles or positions, but about the gq@ron of the self in different life situations.
When Bakhtin says that a person’s worldview and gt stake in the dialogue of life, and
even that “he invests his entire self in discouigeiM. Bakhtin, 2006b, p. 293), it will not
only count for the student in an educational situnatlt is also about the teacher. This is the
core of dependency on the other. | argue that th&lvulnerabilityandthe possibilities that

lie in this dependency, is the reason why Bakhdils@an act anoral act.The choice of act
could add to the other person’s vulnerability, ibebuld also open up and actualize the
possibilities of the other. In the narratives irststudy, the teacher opened up some of the
possibilities for the students, but the studendstide same to her. She acted initially out of
what she thought, and possibly had learned, wasregt] sometimes with a great deal of
didactic creativity. But again and again the stuslshowed her that this was neither enough
nor what was needed. But by listening to them,gslieed insight into the problems and
together they found the possibilities of the mom&ntanswer those possibilities the teacher

needed to meet the students in a different wayatidother sides of her personality.

What lies in the possibility of the moment, is #fere the realization of the dialogicality we
are born into; “life by its very nature is dialog{®1.M. Bakhtin, 2006b, p.293). This study
shows that the teacher and the students changadoemng present in the moment as the
provider and those who lacks and needs, into tieglthe dependency of each other. This
dependency made the teacher share the marginatiitytve students, in two ways. She
enteredthe marginal zone by listening to the pain inghelents’ stories, which turned her
view on teaching upside down. Shecame a part dhe marginal zone when she decided to
act on what she learned about the students’ sstuaind their view on themselves. This

turned the situation from a determined crisis mt&tuation with hope. The coordinates of
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time in the narratives are thus “the moment,” letinoment seems to expand, there are new
changes added to the first one, a lot of work tddr@e, and time stretches out into the
unforeseeable future. Space in the chronotopearigdhis the physical place where teacher
and student are, and it is worthwhile noticing élxéeended use of different rooms — classroom,
construction site, outside the construction sib&ference room, and meeting room. These
different rooms create opportunities for differgmes of action, all related to the change. But
the main space where change is happening is thedofithe acting persons, because the

body is the space they occupy in the world (BakHit#99).

The chronotope of embodiment

The impetus of change, metaphorically expressédearirst analysis of narrative 1 as a stone
dropped into water with following waves like contrancircles, is in the same narrative
Jack’s provocative and provoked utterance. Buietieone moment before that utterance
which could easily be overlooked while reading thdimat is the moment of “one pair of eyes
finally paying attention.” It is more than a likellyterpretation that Jack has the same
experience when he meets the teacher’s eyes;l¥fisla¢ is paying attention.” What is
expressed in this narrative is the experience efgair of eyes meeting the other in a sudden,

direct and expressive way. This is actually thet fitep toward change.

In the other narratives there are also refererceyds, always connected to the change in the
situation. What happens when two persons suddeeét the eyes of each other in a different
way? The eye is one part of the body, and therefoescould say that two bodies relate to
each other in a new and attentive way. The seitgitiv awareness of this moment also
carries the possibility of creating a new immediatere. The new future is based on the fact
that the experienced past can be changed in theemtoiow can this be? Because what the
teacher and the student see when eyes suddenlyimeet just the flesh and blood, the
physiology of the eye and the body of the othee &kcess of seeing, as Bakhtin (1990a)
calls it, means in my interpretation tlaey see the potential in each other that they oainn
see in themselveshis is the basis for change; it is the first d®pards activating the
theoretical possibility of the moment, and it is tfiscovery and recognition of the above

mentioned dependency on the other.
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This potential can only be released in a dialoglatron. Bakhtin says that a person enters
dialogue not only with his language, but “with ikole body and deeds.” The words a
person speaks are therefore not the whole dialdthesdialogue is an act, performed by a
body that acts (thinks, speaks, moves, does, ot®rd hus, the body is what is turned against
the other in the direct meeting, and which is dejeam of the other to create meaning in the
acts being performed. The body that performs thésaimedtoward the other, which is what
makes the body the space of dialogue. An educatsiin@tion thus always includes the other
“as body and deedgM.M. Bakhtin, 2006b, p.293, my emphasis), andtdaeher is

dependent of the students, as they are of hergegecmeaning in the events they share.

What is said above is the meaning of the wordseico8d analysidp listen to more than the
words being saidThe actualization of the dialogicality in the naiwras is to listen and see
differently, because the students expect a resdomisethe teacher on the acts they perform,
whether it is words uttered or movement and motorsilence and withdrawal. In contrast,
Bakhtin mentions that a monologue, or a monologreach, “is deaf to the other’s
response, does not expect it and does not acknge/ledt anydecisiveforce”(M.M. Bakhtin,
2006b, p. 292-293).

The decisive force in the teacher’s and studeetgonses in the narratives is the call for a
new way of doing things. The teacher needs to lmrewaf what society and the Government
expects her to do; which is to use her knowledkjéis @nd education to provide education for
the students. Through listening to the studenestghcher seems to find that she needs other
resources to guide her in addition to what her atioie has provided her with. In Second
analysis these other resources are said to béiamaind emotion. The students in narrative 1,
3 and 4 tell the teacher their life stories, whach evocative because they are filled with
different emotions. Jack and his classmates aepp@nted, feeling inferior and displaced,
and they revolt against the teacher’s efforts ttiooe teaching without taking into account
what they believe is the truth about them. Jul@pigarently not interested in the teacher’s
efforts at all, but given a chance, she tells stabout a very self-destructive person. She
claims that this person is not her, at least now'fi even though she admits that she has had
emotions and dreams like the “I” in her storiediearAmina tells a story of war and death,
and about her own fears when she was facing hercewtain death. Jon does not tell his story,

but the fact that he withdraws and has “never spakelass before” tells a story of fear,

76



insecurity and shyness. All these emotions arelgespbedded and embodied in the way

they see themselves and their minor possibilities.

To create meaning in the situations raised by te&sges is to judge about what one more
important response than another is. The teachds fierself in a situation of axiological
choice; the situations are not value-free. Wheedlagse values to be found? According to
Bakhtin, not in ara priori idea of what is good, or in a deliberation of capsmces. The
values are found in the fact that we are dialogiogs present in the moment. When Bakhtin

argues that the “body and deeds,” “worldview artd,fd'entire self’ is what constitutes the
participation, | argue further that this includesagions. | also claim that the values by which
the teacher makes choices in the described sihsa#ice rooted in her emotions. | support
what Bakhtin writes: “to live from within oneselbds not mean to live for oneself, but means
to be an answerable participant from within onegelaffirm one’s compellent, actual non-
alibi in Being” (1999, p. 49), and he confirms tleshbices of acts are “emotional-volitional”
(ibid). The emotions of despair, fear, disappoimtreend hopelessness or revolt expressed by
the students, are met with the emotions of compasgiarticipation, care, understanding, and
trust, by the teacher. All these emotions are endap@nd are shown as movement and other
bodily actions and reactions: “sit down with therfdéep sigh,” “sit down and talk,” “the
trembling is gone,” etc. These emotions are whedterthe mutual sense of meaningfulness
when the situations change in the narratives. Hnelso part of the intuitive sense of what

should be done to realize the change.

In Julia’s case, this could have gone wrong, hadttbeen for Julia’s persistence and will to
direct and interpret her own life. The example witiia shows that the choice of acts cannot
be made on purely individualistic grounds. The eattwhich in this case means the class
situation, the marks to be given, the subject magteen Julia’s personal situation and history,
must be taken into consideration. But the examipléise narratives show that there is seldom
time for deliberation. Thus, the intuitive choisennade upon knowledge of the subject matter,
possibly also brief considerations about curri@and the context, understanding of the
situation and the persons involved, experience eanotions, based in the dialogic relation.

All these factors are different types of embodiadwledge.

The white paper has no mentioning of bodies or ehimbent. There seems to be a more

cognitive and analytical approach towards undedstaythe situations and how to solve what
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seems to be the problem. Language development dedmsa cognitive skill, and how late
or good this development is, defines whether thguage user is in need for help or not. Itis
the professional help that should provide the ckaagd the change is to enable the

individual to manage well in society.

The chronotope of relation

The crisis of marginalization is in the narratiwdghis study described as a crisis on a
personal level. In the white paper it is described socio-economic problem, as well as
having a restraining effect on the individual’stpapation in society. The white paper does
not mention the humans in the educational systéner dhan naming them “pupil,” “student,”
“employees,” and “pre-school teachers and teachEngre is no mention of relation, which

is not remarkable, because more often than naitioek are in the whole educational system
usually taken for granted. Furthermore, the gotaticsship between teacher and student is
often taken for granted; perhaps because the teaokars the classroom with good intentions,
and assume that the pupils or students do the same.

The teacher in the narratives does the same. Sees¢he classroom with her knowledge, her
education and her toolbox of didactics. It is apsieock to her to discover that the students
are not interested, as with Jack, Julia and, ifferent way; Jon. In narrative 1 she is not able
to stand on her feet when the reality of the situmastrikes her, and she sits down with the
students with a deep sigh. She understands th#texreppproach is needed. She reaches out a
hand to the students when she asks what theyhegeire going to do with the situation.
Jack’s utterance could be seen as a provocatias an attack on her authority; a fist in return
for the open hand, but the teacher goes beyonfirshénterpretation to look for other
answers. As they talk, about previous schoolingwlnat is fun, something emerges that was
not there initially. They come to know each othibey speak openly, and they are present in
each moment without the previous distance. ThaylEawrite texts, to speak differently

with attention on how they do it. But again, byisaythis, the relation could be taken for
granted. The narrative shows though, that bothhyaand students are learning how to relate

to each other as humans.

In narrative 2, the teacher again stumbles in asiavation. She has a growing worry about

Julia and her marks, and confronts her in the wass, on the way out. That is not a good
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way to start a relationship. Through Julia’s testis feels obliged to talk one-to-one, and
again it is the student who leads the way intdation. But the few openings that the teacher
gives starts something and the further openingsithia gives makes the relation grow. They
both learn to trust that they will be able to winkngs out if there are new misunderstandings.

This is a relation, and it lasts for three years.

At the construction site the tone is easy to begth. The deliberations have been done in the
classroom, and it is obvious that there is mutwedttand a great deal of freedom between the
teacher and “a guy.” Jon needs time, and the tegihes him that. She has a different
confidence in herself than in the former narrati&se has a balance between distance and
being close. She feels free to experiment withstiigect matter, and initiates a totally new
way of teaching; on the construction site. Althotigis method raises a lot of questions, she
is so clearly on the students’ safe ground thatahows new things to happen. It is possibly
not the new arena that drives Jon out of his hidmog rather the fact that the teacher openly
shows her insecuritgnd her confidence in the new environment. Her roleeasher in

control is undressed long before her final meetwty Jon, and her humanity is on free
display. These factors opens up for Jon to thromshif into a situation that frightens him so
much that he is trembling. The fact that they noegside their roles, allows them both to be
swept away. The loophole (Bakhtin, 1990b) is therdwut of isolation, fear, distance, and

marginalization. It is a door to change; it is tfwor to the relation.

With Amina in the last narrative, the whisperingieersation during her writing session
shows that a relation is in its beginning phages.definitely deepened during their
conversation in the meeting room. There is a relate quiet tone, in spite of the very
serious themes they talk about. Amina has beeloge contact with one of the ultimate time
coordinates of life; death. Her body is still achinom this contact. This story illustrates that
time and space of experience is never left betlButlto create a change, it needs to be
brought into a relation and investigated in lighttos relation. As Bakhtin says; the
constituting moment of an act is thought, reflegtitihe linguistic or artistic expression of it
(Bakhtin, 1999).

On the basis of these narratives, | arguepbgntials of learning emerge in the relation, and
that how to form a good relation is part of whatdarned The students learn how to express

themselves orally and in writing, and accordinghi® Government’s white paper this would
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lead the way out of marginalization. Based on rimeal and 3, this could be the case. Jack
and his classmates seem to develop in skills, ambes Julia. Jon might have gained a new
confidence in his oral skills, but the narrativexat specific on that. Amina shows ability to

communicate well through her text.

But this is not the whole story. It is my claimsked on these narratives, tdtat the students
and the teacher learn, is how to initiate, form and develop a teaship beyond the roles of
teacher and studenthe increased skills are not the single aim. Bixést oral and written,
are spaces of mutual effort; teacher and studeoitk twgether to make the performance of
the texts better. But what is made real in thiskywtogether with the disclosure of personal
stories, is what Bakhtin calls “the dialogic natofdhuman life itself’(2006b, p.293). This

realization is what | claim to banother aim of educatiormnd | will discuss this further now.

The double educational aim

When Bakhtin claims that the condition humans lineer is dialogue, it might, to some,
seem obvious. The fact that we are born into aicifat a certain point in history, learn a
language and thus participate in society is theetlgithg thought also in the Government’s
white paper. But in a world of developing individi@ation, it might still be controversial to
talk about the dialogic nature of humans, and ewere so, when this is regarded as more
than a universal theory. By connecting the philtsopf dialogue to the philosophy of time
and space, what is at stake in Bakhtin’s philosdpdgomes clearer. The ultimate time
coordinates of human life is birth and death. Trece we live in at any moment can differ, as
shown in the narratives. But there is one spacare@lways “in,” regardless of other spaces,
and that is the space of the body. The body is,l@rd the body dies. The body also creates
the viewpoint from where | see the world, my uniguént of view: “I occupy a place in
once-occurrent Being that is unique and never-tapég a place that cannot be taken by
anyone else and is impenetrable for anyone elsaki{n, 1999, p. 40). This is what Bakhtin

calls “my non-alibi in Being” (ibid).

To universalize this and see that this goes forydaaly is to make it theoretical and non-
committing, Bakhtin claims, and “[t]here is nothihgan do with this theoretical proposition;
it does not obligate me in any way” (p.41). It reg@sely my personal unigueness, the fact

that nobody can take my place, which must be aetdlin the act, in the performed deed,
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i.e., [it] is yet to be achieved” (ibid). But aretrthese thoughts very individualistic, and even

collide with the notion of dialogue? Bakhtin doed think so, and argue that

“l, from my unique place in Being, simply see amibl another, that | do not forget
him, that for me, too, he exists — that is sometlunly | can do for him at the given
moment in all of Being: that is the deed which nskes being more complete, the
deed which is gainful and new, and which is possirily for me. This productive,
unique deed is precisely what constitutes the mowfeought in it” (p.42)

Bakhtin writes about different types of dialogugldgue between texts (intertextuality),
between utterances, and the concrete lines in\aecsation (2006). But in the discussion of
the narratives in this study, | use the ontologmahning of his concept of dialogicality. In

the events in the narratives, | interpret Bakhtooscept of ontological dialogue as the
possibility of relations between the persons caibather and student. The acts that create, or
actualize, these relations are the responsiblealnagts. The reason why there, in Bakhtin’s
view, is no need for a theoretical mooaightis that the acts are regulated by the relatiois. It
not only the situation which demands certain datts;the persons in a relatiamthe specific
situation. The sensitivity of the teacher in ther@g, mentioned in Second analysis, is built on
“that for me too, he exists [...] that is somethindyo can do for him at a given moment [...]

that is the deed which makes his being more complet

From viewing themselves as fixed, individual selthesteacher and the students in the
narratives move toward a new understanding: theg each other. It is risky to trust
someone you don't really know, but all of them dstjthat. Not easily, not quietly and
peacefully and harmoniously, but by jumping intdailing and trying again, the relation is
there as a space and time where change is noposjible, but a living reality. To learn basic
skills is important, and that the teacher has gmuaite knowledge of the subject matter is
equally important. Quite often though, a good teadatudent relation is seen as one of the
means to this end. | turn this upside down. | clthat to help pupils and students out of the
marginal zone, to help them learn something thatcoetribute in making their lives good
and help them manage in a rapidly changing sodiegye is need for double educational

aim. The metaphor of the Janus-face Bakhtin usesuttrate the two aspects of an act (the
one face of Janus being the one turned towardsreulihe other face turned towards the lived
act) could also be used to illustrate the aimsdoication. Knowledge and literacy is the
“face,” or the aim, towards culture and societyjleshelation as lived experience is the aim
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pointing towards a good human life. Relation is @moteans to an end; it is an end in itself. In
other words; knowledge, skilendthe ability to initiate, develop and maintain goethtions
are what | suggest as the double educational aim.

Summary of discussion

The Government’s white paper defines marginalitheiag unable to follow up the different
demands from a rapidly changing society, whichltesa low income or disability pension,
low status or social class, and therefore not balbg to participate in a democracy. As a
consequence, a marginalized family will not be d@bl&llow up their children in their
education. Thus, society needs to intervene, peatiy with help in the acquisition of basic

skills.

This study shows that marginalization not only barreproduced, but even produced within
the school system. There seems to be an agreeeterddn my study and the white paper on
this, and that this can be the reason behind tharathe white paper to improve education
and teacher competence. But while the white papgrlconcern for the socio-economic
pressure that follows high drop-out rates, margrasibn and disability pensions, and thus
wants education to be an instrument for changiegsttuation, this study points to an

alternative way to think about education.

An underlying critique of the white paper in thisalssion is the instrumentalistic view on
education. Although | appreciate the will to chatige situation for marginalized children,
adolescents or adults, | am critical to the pditiwill to use education as a tool for social and
economic change and benefits. With an instrumesti@liew on education, the products and
results are the main evidence of success. The hbeiags in the system disappear. In
addition, education loses its intrinsic value.dwe that instead of reducing marginalization, it
will increase; because the reductive view of thenan beings in the every day life in schools

will cause resistance.

The alternative launched in this study is basetherview that the ability to build
relationships is so important that it is not pokstb disconnect it from the knowledge- and
skill-aims. As a matter of fact, when the word ‘@it is used, in connection with something
that could be learned, it could be seen as a(8dlorkin, 2002). | believe this will
immediately raise discussions of how it could @@ned, how it can be achieved, and of
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course, how it could be evaluated in an educatisitahtion. This is a vast discussion, which

| leave out of this study, because | believe it ldomeed a lot of further investigation.

But the thought itself, that relation is that imiamit, might seem controversial to some. | base
this study on my interpretation of Bakhtin’'s phidgéy, and it is from this point of view |
argue. As | see it, relation is essential in thibogbphy of time and space. Time and space are
the coordinates by which we establish that somgtexists. It would be very difficult to
imagine something existing outside of time and sp8&ait time and space are not stable
coordinates; all the different chronotopes in 8tigdy underscore this fact. The only stable
coordinates are those of birth and death, but éineyot “real” until the particular life is born
or ended. Does the experience of instability malexyghing relative? The answer is yes, if
we consider things and humans as isolated indilgdd&e answer is no, if we think that all
things and humans are relational. The relationd#ath human together with other humans,
and toexperience that; to make it an experienced reatityates an unstable stability. It is
only unstable if it is measured to something fixe@bsolute. It is stable and strong, if it is

viewed as something living, growing, flexible, ftoe — as flux (Holquist, 2004).

Chronotopical thinking

Bakhtin states that time and space are always @medus. They could be seen as coordinates
by which an act is performed and perceived. Ansaatways taking place in a space, and it
can be located in time. In the analysis of theatases | have found that time is not always
chronological. Sometimes time seems to be stretaresiispended, and sometimes the
moment contains both past and the possibility eiwmg the past in a different way. A

person’s history is embodied, which means that @gsérience merge in the “now,” if it is
given the space to do so. This can lead to a changaw this time and space is valued,

which again opens up the future in a new and rielesy.

Space can be the concrete room, but the analysvgsstmat body can be seen as space, and
the relation between two people is a form of spand,a written or oral text is also a space. A
social class is a type of space, as well as theiggog person holds in society; for instance to

be marginalized. Space can, according to the aemlydso expand, change, and move.

The point is, that chronotopical analyses revdasaxperiencedime and space is never

linear or chronological. Time and space in the atares are rather based in events, or
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moments in events. A moment in an event is a siagieand the consequences of this act
spread like concentric circles in an even widenfation. This way of thinking contradicts the
notion that acts, situations, happenings and evelisv each other in a steady linear
progression. Seen this way, time and space is $umgeh the event; time and space is
flexible and floating, and they are a productiveecéinside the events. Instead of beingan
priori transcendental form by which we judge our expeeeas Kant puts it, time and space
is in the act. According to Bakhtin, the act isfpened from within a responsible
consciousness. As a consequence, time and spabatigive us the possibility of change,
because of our freedom to choose the acts we perfidnis freedom is bound, not
theoretically, but by our responsibility and conmméint to the other in a relation. Sensitivity
and awareness in the relation makes it possilfi@itiw up when something unexpected

happen; and time and space can expand towards auhew.

Chronotopical thinking follows life the way it ixerienced, rather than being a form we
form experience in accordance to. It representtamative to the thinking in the white
paper, where life is seen as a linear developméithyin some cases, needs intervention
from outside. Related to education, chronotopicelking could offer a different view on
teaching and learning. “Building block by block” ansteady progression (with intervention),
as described in the white paper, is an analytxcgnitive and individualistic way of thinking.
Chronotopical thinking is based on the way an eigakperienced by the individual in the

conscious moral act, in a relation to another hubeng.

Teaching and learning is part of the events in Wfkere both teacher and pupils or students
are forming the events together. Chronotopicalkinigy will thus, in an educational situation,
open up for learning more than skills and knowledfyhe subject matter, and for a different
view on how learning develops. The Government @sfigood knowledge this way: a) social,
cultural and ethical knowledge and skills b) apitid cooperate c) ability to think critically d)
ability to take part in democratic processes €eljtghio take responsibility for own life. Based
on this study, | offer another point to this ligte ability to form relations. Chronotopical

thinking could lead the way to this aim.
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Some further perspectives

Educational situations are complex, and in reseiitishdifficult, not to say impossible, to
maintain this complexity. This should not prevemy@ne for trying. In this study it has been
my aim not to reduce the complexity of the situasgicbut rather to reveal the paradoxes,
conflicts, the challenges and controversies, the gad pleasure of educational situations.
This study presents one way of broadening the békducational research. As Jorg et al.
(2007) state, there is a call faréw tools of thought to go beyond our trained timgkn

terms of linear causality(p. 6, my emphasis). The conceptabironotopical thinkingn my

study is an attempt to answer this call.

Perspectives for educational research

| would argue that the concept of chronotopicahkimng offers a fruitful way to expand the
scope of educational research and the way we waghing and learning. If we accept this as
a viable approach, it would be imperative to reéogthat chronotopical thinking does not
remain as just another theoretical or abstracteoindut that it is a form of embodied,
relational knowledge as suggested in this studeg. urestion raised by Sidorkin (2002), that
relational thinking in teaching and learning iskél scould be an interesting point of
departure for further research. Moreover, it isam@nt to have in mind that the chronotope is
connected to a person whots in a responsible way in relation to the otheis my claim

that it is only in this way chronotopical thinkimgll have its full impact. | suggest that further
research also should be focused on how chronoidpicking could alter our perception of

rationality, as an alterative to logical analy@tionality.

By usingchronotopical thinking in educational research, hbaoretical or abstract it might
be, would be to perform research from within a oesble consciousness, who relates
research to other humans beings instead of menging) it to other theories. This way of
doing research would be different from what BultamBos (2008) suggests in her article
“Will a Clinical Approach Make Education Researclofd Relevant for Practice?” in a recent
special edition oEducational Researcherhe clinical approach advocated by Bulterman-
Bos is supposed to create a closer relation betwessarch and practice. This suggestion
raises a lot of questions, among others the quesfidirect, instrumental application of
research results on practice. Without going further this discussion, | can say that | support
her alteration of the concept of “relevance” tosfyensibility”(Bulterman-Bos, 2008b).
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Perspectives for education

Since | have been a practising teacher, which isystindy has moved into research, the way |
have performed my study could be an inspiratioroftbers. Not necessarily in order to leave
teaching and become a researcher, even thouglevéehis would enrich the research
community. It would also be an answer to the cingiethat Bulterman-Bos (2008, 2008b)
promotes, as one possible way of linking reseanchpactice. This alternative answer is
without the direct application of research on pgcagtbut rather with the aim of opening up
practice to something that is not obvious in evayysichool life. On a smaller scale | can
recommend this method for teachers as well, bedaisseye-opening, rewarding and

empowering.

Chronotopical thinking could also have implicatidosteaching and teacher education. The
implications for the way teachers and teacher eédusaiew learning could be massive.
Chronotopical thinking presents an alternativehwlinear block-by-block-view on learning.
The possibilities that open up with this alternatiwew, for the pupils and students to find
resources they did not know they possessed, calidatl of them, but in particular those on

the verge of marginalization.

Chronotopical thinking should not be understooteashing strategies, teaching models or
styles, or a didactical tool. As mentioned aboves rather a way of being, as a responsible
acting human being, even though | believe it cdaddrained. It certainly would grow by help
of experience. This is an embodied and relationaraness and sensitivity that helps the
teacher see beyond the roles of teacher and stwdigmbut letting go of professionalism.
Chronotopical thinking will not make teaching easand it will not save time. It is possible
that this approach to teaching will not create nebseipline or control. What ttould
contribute to is to make teaching (and learningjemoteresting and rewarding, because it
could open up the task of teaching to other aspantsmake classrooms more alive. It is
certainly a way to meet the pupil or student wiehe is in a different way than by testing

and mapping.
Chronotopical thinking could thus have implicatidaspolicy making. This study

underscores the point that educational thinkingpisjust a matter of systems, skills, and
testing on all levels. In the study | ask what éans to be a human being in educational
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settings and political contexts. The answer pravidethat it means to be relational, with the
consequences this answer has to educational prakiallenge policy makers to realize the
crucial importance of this and expand their viewednicational aims and policy plans.
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